University of South Florida

Digital Commons @ University of South Florida
Graduate Theses and Dissertations

Graduate School

June 2021

A Self-Study of Need-Supportive Teaching in Elementary Art
Craig Jacobowitz
University of South Florida

Follow this and additional works at: https://digitalcommons.usf.edu/etd
Part of the Education Commons

Scholar Commons Citation
Jacobowitz, Craig, "A Self-Study of Need-Supportive Teaching in Elementary Art" (2021). Graduate Theses
and Dissertations.
https://digitalcommons.usf.edu/etd/9139

This Dissertation is brought to you for free and open access by the Graduate School at Digital Commons @
University of South Florida. It has been accepted for inclusion in Graduate Theses and Dissertations by an
authorized administrator of Digital Commons @ University of South Florida. For more information, please contact
scholarcommons@usf.edu.

A Self-Study of Need-Supportive Teaching in Elementary Art

by

Craig Jacobowitz

A dissertation submitted in partial fulfillment
of the requirements for the degree of
Doctor of Education
with a concentration in Educational Program Development in Educational Innovation
Department of Language, Literacy, Ed.D., Exceptional Education, and Physical Education
College of Education
University of South Florida

Major Professor: Elizabeth Shaunessy-Dedrick, Ph.D.
Howard Johnston, Ph.D.
Tony Tan, Ph.D.
Stephen Thornton, Ph.D.

Date of Approval:
May 17, 2021

Keywords: arts instruction, motivation, academic resilience, resilience, online learning and brickand-mortar instruction, pandemic
Copyright © 2021, Craig Jacobowitz

TABLE OF CONTENTS
List of Tables ................................................................................................................................. iv
List of Figures ..................................................................................................................................v
Abstract .......................................................................................................................................... vi
Chapter One: Introduction ...............................................................................................................1
Background of Study ...........................................................................................................1
The Visual Arts Classroom ..................................................................................................2
Need-Supportive Environments ...........................................................................................7
Statement of Problem ...........................................................................................................8
Problem of Practice ..............................................................................................................9
Purpose of Study ................................................................................................................10
Research Questions ............................................................................................................11
Theoretical Frameworks ....................................................................................................11
Overview of Methodology .................................................................................................12
Rationale and Significance ................................................................................................14
Role of the Researcher .......................................................................................................15
Assumptions.......................................................................................................................15
Impact of the Coronavirus .................................................................................................15
Summary ............................................................................................................................17
Definition of Key Terms ....................................................................................................18
Chapter Two: Literature Review ...................................................................................................19
Introduction ........................................................................................................................19
Resilience ...........................................................................................................................20
Conceptualization of Resilience ............................................................................21
Interdisciplinary Approaches to Resilience ...........................................................21
Stress and Resilience..............................................................................................21
Resilience as Harnessing Personal Resources .......................................................24
Overcoming Adversity ...........................................................................................24
Academic Resilience ..........................................................................................................25
Model of Academic Resilience ..............................................................................26
Context-Specific Academic Resilience..................................................................30
Academic Self-Efficacy .........................................................................................30
Motivation ..........................................................................................................................32
Self-Determination Theory ....................................................................................33
Need-Supportive Teaching ....................................................................................34
Autonomy-Support ................................................................................................36
i

Associations of Teacher Support and Structure .....................................................38
Positive Teacher-Student/Student-Student Relationships......................................41
Students with Disabilities ......................................................................................42
Students with LD ...................................................................................................44
Intrinsic Motivation ...............................................................................................45
Motivation Among Students with LD....................................................................47
Social-Cognitive Theory ........................................................................................48
Competence Beliefs ...............................................................................................49
Perceived Control...................................................................................................50
Self-Determination .................................................................................................51
The Arts .............................................................................................................................52
Achievement and Learning ....................................................................................52
Integration ..............................................................................................................56
High-Quality Visual Arts Education ......................................................................58
Mindfulness............................................................................................................61
Arts Education and Covid ......................................................................................64
Arts-Based Research ..............................................................................................66
Method Meets Art ..................................................................................................67
Art as a Research Practice......................................................................................68
Reflexivity..........................................................................................................................69
Teacher as Researcher........................................................................................................71
Insider/Outsider Status .......................................................................................................72
Conclusion .........................................................................................................................73
Chapter Three: Methods ................................................................................................................75
Purpose of the Study ..........................................................................................................75
Rationale ............................................................................................................................76
Research Questions ............................................................................................................78
Theoretical Frameworks ....................................................................................................78
Research Design.................................................................................................................79
Context and Participants ....................................................................................................83
Setting ................................................................................................................................84
Data Collection ..................................................................................................................86
Interviews ...........................................................................................................................90
Interview Questions ...........................................................................................................92
Second Interview ...............................................................................................................94
Data Analysis .....................................................................................................................95
Quality Criteria ..................................................................................................................97
Limitations .........................................................................................................................98
Delimitations ......................................................................................................................99
Summary ............................................................................................................................99
Chapter Four: The Study ..............................................................................................................100
Themes and Examples .....................................................................................................103
Frustration/Fears ..................................................................................................103
Empathy with Students ........................................................................................105
ii

Choice ..................................................................................................................108
Successes in Teaching..........................................................................................109
Motivation to Learn .............................................................................................113
Resilience in Action .............................................................................................115
Caring and Support ..............................................................................................117
Listening to Students............................................................................................118
Coding the Interviews ......................................................................................................119
Motivation to Learn .............................................................................................121
Resilience in Action .............................................................................................123
Freedom/Choice ...................................................................................................125
Need-Support .......................................................................................................126
Making Art with my Friends................................................................................127
Comfortable .........................................................................................................129
Calm .....................................................................................................................130
Artworks ..........................................................................................................................131
Visual Portraits.................................................................................................................135
Other Findings from Keeping a Journal...........................................................................137
Synthesis of Research Questions .....................................................................................138
Chapter Five: Discussion .............................................................................................................150
Conclusions ......................................................................................................................153
Frustration/Fears ..................................................................................................153
Empathy with Students ........................................................................................154
Choice ..................................................................................................................154
Successes in Teaching..........................................................................................155
Motivation to Learn .............................................................................................155
Resilience in Action .............................................................................................156
Caring and Support ..............................................................................................156
Listening to Students............................................................................................157
Remaining Themes ..........................................................................................................157
Connections to the Literature ...........................................................................................158
Need-Supportive Teaching ..................................................................................158
Motivation ............................................................................................................160
Academic Resilience ............................................................................................162
Teacher as Researcher..........................................................................................163
Arts-Based Research ............................................................................................164
Implications for Future Practice.......................................................................................165
Limitations .......................................................................................................................166
Conclusion .......................................................................................................................167
Afterword .........................................................................................................................169
References ....................................................................................................................................178
Appendix A: Case Studies of Student Participants ......................................................................191
Appendix B: Students’ Artwork ..................................................................................................199
iii

Appendix C: Visual Portraits .......................................................................................................204
Appendix D: Copyright Permission .............................................................................................206

iv

LIST OF TABLES

Table 1

Research Questions and Data Collection Methods ...................................................97

Table 2

Deductive Coding System .......................................................................................103

Table 3

Interview Codes (Deductive and In Vivo Coding) ..................................................121

v

LIST OF FIGURES

Figure 1

Model of Academic Resilience .................................................................................26

Figure 1A

Artwork sample from Christopher...........................................................................199

Figure 1B

Artwork sample 01 from Thomas............................................................................200

Figure 1C

Artwork sample 02 from Thomas............................................................................201

Figure 1D

Artwork sample 03 from Thomas............................................................................202

Figure 1E

Artwork sample 04 from Thomas............................................................................203

Figure 2A

Christopher ..............................................................................................................204

Figure 2B

Thomas ....................................................................................................................205

vi

ABSTRACT
I present a self-study of my need-supportive teaching practice. I have long been curious
about what it is about my teaching, what I say and do, that motivates students to work harder on
their artwork and persevere when they become mired in difficulties. Need-supportive teaching
addresses students' basic psychological needs within the classroom setting through high-quality
teacher/student relationships and structure. Need-supportive teaching, motivation, and academic
resilience are areas I made an extensive study of, as presented in chapter two. In March of 2020,
the educational landscape in the United States was altered by the arrival of the unprecedented
and novel Coronavirus. Schools across the globe and the Southeastern United States, where I
teach, closed their brick-and-mortar institutions and went to online learning. At the start of the
2020-21 school year, parents had the option of either sending their children back to the brickand-mortar school building and learn face-to-face or keep them home where they would learn
online. Suddenly I was thrust into a new teaching dynamic where I taught both face-to-face,
online, and one blended class. Now, more than ever, being a need-supportive teacher was
essential for all students learning face-to-face and online. The study I conducted focused on my
teaching, and my primary data source was a reflexive journal. I also worked with two student
participants to learn what their perceptions of being in my class were. Findings included finding
emergent themes such as Frustration/Fears, Empathy with Students, and Successes in Teaching. I
recommend a more extended longitudinal period to study the wide-ranging effects that my
practice of need-supportive teaching may cause.

vii

CHAPTER ONE
INTRODUCTION
Background of the Study
I teach visual arts to a population of nearly 700 students in a rural elementary school
located in a large school district in the Southeastern United States. I teach the entire K-5
population, which includes advanced academic students, basic education students, and students
who receive special education services. Art classes are 40 minutes long, once a week.
When I began my doctoral journey, I noticed I had a group of students with disabilities
(ESE) who were not meeting their learning objectives on their art projects and, therefore, not
performing as well as they should be. Although this was not true of all my ESE students, I saw
this as a problem I needed to address. Based on my assessments and conversations with my ESE
students, I determined that not all of them were motivated to do well in art and were not making
satisfactory progress when working on art projects.
In an ideal classroom, all students should feel competent in their work, and when they
encounter stressful challenges, they bounce back from the stress and persist in their work. This is
reflected in the concept of academic resilience (Pitzer & Skinner, 2017). In academic work,
where there is a need for students to show what they know and how they know it, it is crucial for
teachers to motivate their students to be successful in all academic areas and to be resilient in the
face of academic challenges. Multiple motivation and resilience studies in K12 education, under
the framework of Self-Determination Theory (Ryan & Deci, 2000), utilize student self-report
data to inform practice (Deci et al., 1992). In most studies, the voices of students with learning
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disabilities have not been included (Byrnes & Rickards, 2011), and mostly quantitative survey
data has been used (Deci et al., 1992).
A student with a learning disability (LD), or more commonly referred to as SLD (specific
learning disability) in school contexts, is defined as having a disorder in one or more of basic
learning processes involved in understanding language, written or oral, or mathematic
(Grigorenko et al., 2020). Students may have difficulties which affect their abilities to listen,
speak, read, write, spell, or work in math. SLD does not include learning problems associated
with visual, hearing, motor, intellectual, or emotional/behavioral disorder.
Students with LD are frequently categorized as being inactive learners (McIntosh et al.,
1993). An inactive learner is defined as being passive and disengaged, with little to no selfmonitoring of what is being taught. Inactive learners are seen as being on the fringe of the
academic and social environment in an elementary classroom (McIntosh et al., 1993). Mcintosh
et al. (1993) recommend three teacher accommodations to support a student with LD in
becoming active learners: 1) provide reinforcement and encouragement; 2) establish a personal
relationship with the student; and 3) involve the student with LD in whole-class activities.
The Visual Arts Classroom.
The visual arts classroom is a unique context for students with LD to encounter everyday
stressors and learn to problem-solve to experience everyday academic resilience. Why the visual
arts classroom is unique is grounded in the differences from the regular, basic education
classroom in that work produced is performance-based; students must show what they know
through process-oriented steps to complete artworks (Lane & DePascale, 2016). Sometimes the
artwork produced goes through several iterations in which students must either go back and
make corrections or, sometimes, begin an entirely new paper. These setbacks can be frustrating
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for students with disabilities. By working through the process of artmaking and focusing on
creating a successful end-product that meets all learning goals and objectives, students can deal
with stressors in their environment, occasional setbacks, and sometimes failures. To experience a
setback may be an emotional experience for some of my students, and they need strong
interpersonal and intrapersonal support from me to navigate through perceived challenges.
What do children learn when they draw, paint, or sculpt? Eisner (1978) posed this
question and came up with a comprehensive listing of various outcomes for children when they
learn how to make art. These outcomes include motivation and satisfaction, making judgments,
and seeing different relationships. My art class is a place for discovery. Drawing upon Eisner’s
work (1978), these discoveries and the development of judgment, motivation, satisfaction are the
types of learning that occur in my classroom.
The very nature of creating something or the use of materials provides a source of
intrinsic satisfaction. Creating art itself is a learning process, and what a student learns in those
early moments of picking up a paintbrush or a pencil and making a mark along their paper is that
they have a semblance of control over something. They can see immediately that their action has
a consequence. This realization may induce satisfaction on the part of the student (Eisner, 1978),
and they may develop the motivation to continue creating. Through the nature of creating a
drawing, painting, or sculpture, the student has a locus of control over what it is they are doing,
and they realize that they are making something happen as opposed to the environment doing
something to them (Eisner, 1978). The motivation students have to continue drawing, painting,
or sculpting may lead them to perceive themselves autonomous and competent in their work,
aligned directly with SDT (Ryan & Deci, 2000). Per Eisner (1978) and SDT, how I instruct and
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explain lesson goals and expectations helps provide opportunities for student autonomy where
they can recognize what success looks like in their artmaking.
When students make art, they can create symbols that represent their ideas. Creating
symbols in their art helps to foster their imagination, which, according to Eisner, has an essential
role in students’ learning. Eisner (1978) believed that building and using imagination within a
learning environment allows children to be able to process things they cannot yet do in “the real
world.” Play, in this context, allows for opportunities to develop and generate empathy for others
(Eisner, 1978). Being able to empathize is a crucial component in becoming a functional member
of society. Building empathy for others also draws from SDT in that it helps build relatedness.
Student artists learn about relationships when they create art. Multiple drawings within a
drawing are relatable to one another. Instead of focusing solely on one part, as a developing
student (Eisner, 1978) would do, the mature student recognizes the relatedness of all of the
pieces in their art. Eisner posited that the more critical instruction on the part of the teacher then
the student would adapt and evolve in their skills to think critically on aspects of balance,
proportion, color, and other advanced principles and elements. One of my students, Jenny
(pseudonym), created a desert landscape when I taught her one-point perspective. Her focus was
a line of cacti on a sharp diagonal line. Working within the whole piece, she created an
environment that included trees and animals most commonly found in the desert. Jenny did what
Eisner (1978) surmised; her skills evolved and adapted to a level of critical thinking about more
advanced principles of design through my instruction.
Just as my students learn about satisfaction and build empathy and relatedness from
learning about creating art, they learn that feedback is a necessary component of their learning.
Feedback from the teacher and the students themselves is critically important within the art
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context in order to examine progress over time and identify areas of improvement. Students can
function autonomously and make suggestions and improvements for how to continue to create
their art (Eisner, 1978). Students learn competence from refining their art-making judgments
about their artwork, the adequacies, and qualities therein (Eisner, 1978). However, students may
not have all of the standards by which to judge their art. Students can make determinations based
on how they feel, but there is a relational need between the art teacher’s instruction and how
students process that relationship. Students need to learn what constructive feedback looks like
when modeled by the teacher.
To illustrate this further, let me expand upon a successful 5th-grade project, one that most
students absolutely look forward to doing and learning about: making masks. Every year, I teach
a popular lesson about masks from around the world. I begin by pointing out four purposes of
masks: concealment, protection, amusement, and performance. I then introduce my students to a
variety of masks from around the world and from different cultures, from ancient Greece and
Native American to Puerto Rico Carnival masks. While students are watching the PowerPoint, I
am continually asking them probing questions about colors, materials, weight, and designs. All
students have an opportunity to identify which masks they enjoyed viewing the most and why
these were enjoyable to them. I ask which purpose the mask they choose represents. In this way,
students may begin to think about each mask critically.
Once my presentation of masks concludes, I model how to create a plaster mask. Students
tend to enjoy this lesson immensely because they get to interact with a new material that is
foreign to them: plaster. The beginning is formulaic; I wet the plaster gauze strip in the water
cup, place it on the plastic face mold, and smooth out the wet fabric. I instruct students to create
two layers alone, just following this process. What comes next is the exploration of the materials
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when I show students how to make additions to the masks, such as elongated and expressive
features. After my modeling is complete, students take their own face mold and begin working at
their tables. Here is a time where my movements around the room are very fluid. I weave among
tables making sure each student is on task, offering praise for staying on task and experimenting
with something new, and helping when needed. Like painting, this is a very much hands-on
project where I am teaching and showing technique consistently. I see my students become
emboldened as they create their masks. When one student sees that another has made a large
horn on the forehead of his mask, the student says, “I can do that too.”
When a student realizes their artistic actions have a consequence, and they see that they have
control, then they have an inherent satisfaction in their work (Eisner, 1978). This satisfaction
drives their motivation to push forward and design an art piece unique to the others around them.
When students are at a critical moment in their work where they experience problems, the
teacher needs to manage the situations effectively to prevent disengagement from the lesson. The
teacher does this by acknowledging and accepting the negative consequence of the students’
work, using informational and non-pressuring language, and displaying patience (Reeve, 2016a).
I show students the proper way to construct a form after acknowledging that they made a
reasonable effort at first, all the while keeping my language calm and nonjudgmental. With these
autonomy supports in place, students find ways to push past mistakes and errors. Instead of
giving up, students scrap the mistake and then try again, usually successfully. Even if the student
fails a second or third time, because of my intervention, they are intrinsically motivated to get it
right. In this way, my students show me that they can academically resilient in the face of
setbacks. The masks lesson is just one of many where I balance the fine line between lecture and
presentation and application while providing autonomy support. All students have a voice in my
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classroom to share their opinions about the subject in either positive or, sometimes, negative
tones. Through students’ interactions with my instruction and the materials I provide for them,
my students build upon their intrinsic motivations, drive, and resilience in my classroom.
Accordingly, need-supportive teaching can be significantly coupled with students’ motivation to
persist (Stroet et al., 2015b).
Need-Supportive Environments
In a need-supportive teaching environment, the teacher can support all students with a
timely response to intervention techniques such as autonomy support and constructive feedback.
SDT posits that individuals need to meet three basic psychological needs to facilitate intrinsic
motivation: autonomy, competence, and relatedness (Ryan & Deci, 2000; Stroet, Opdenakker, &
Minnaert, 2013). A teacher can address these needs within the social context of the classroom
through need-support. Need-supportive teaching can help teachers meet their students’ basic
psychological needs within the classroom context, promoting engagement and motivation (Stroet
et al., 2013). As a need-supportive teacher, I can help draw out these qualities in my students so
they may feel successful when they meet the expectations and learning goals from each lesson.
Positive teacher-student interaction in the form of need-supportive teaching may increase
intrinsic motivation, autonomy, and academic resilience (Bakadorova & Raufelder, 2018; Bowes
& Jaffee, 2013; Bowman, 2011; Masten, 2007; Southwick et al., 2014; Stroet et al., 2013). Using
the Self-Determination Theory framework, Stroet (2013) describes need-supportive teaching as a
way for teachers to help meet students’ basic psychological needs (autonomy, competence, and
relatedness) in the classroom and school context and promote engagement and intrinsic
motivation. Need-supportive teaching occurs when teachers promote student autonomy and
focus on cultivating a relationship with the student.
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Using need-supportive teaching, which includes supporting students’ emotional and
academic needs, non-controlling teacher language, and providing autonomy supports (Stroet et
al., 2013, 2015a), students with disabilities in my classroom may experience academic success
and make satisfactory progress on their art projects. I address individual students’ needs for
competence, autonomy, and belonging by connecting with my students through positive teacherstudent relationships where they may be motivated to complete their projects satisfactorily and
feel academic success. Each project is set by learning goals (I can statements), which outline
what students are learning and why. Students are also graded on a visual craftsmanship rubric,
and as they work, they can make judgments about their progress to see if they are on track and
successful. As the teacher, I monitor student work based on the learning goals and the
craftsmanship rubric to keep students on-task.
Statement of the Problem
According to IDEA 2004, when a child does not meet state- or grade-level standards in
one or more areas that include oral expression, listening comprehension, written expression,
basic reading skills, reading fluency, reading comprehension, mathematics calculation, and
mathematics problem then they are diagnosed as having SLD (Grigorenko et al., 2020). When
discussing my ESE students, I will focus on students with LD.
I realize that my art classroom could be a place of high stress for any student who does
not feel like they are an artist. My students with LD processed these stressors differently than
other students. There were more outbursts and refusals to do the work than I had experienced
before from other students, I assumed that some of the behaviors were task avoidance. I found,
however, that my personality as a teacher and the aura of care and respect that I presented helped
soothe some of the behavior issues. Unconsciously I am a need-supportive teacher. I try to
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cultivate an interpersonal relationship with each student based on trust and respect. I found
because of that, I had some students with LD willing to take risks and put themselves out there as
artists. I found that they were willing to try. For this reason, I chose to study this group. Students
with disabilities may have a less positive outlook on their school experience than their general
education peers, and they experience amotivation (Ryan & Deci, 2000) and avoid work than their
general education peers (Fulk et al., 1998).
Problem of Practice
Elementary school students with LD often face daily challenges to learning in the
classroom. The utilization of need-supportive teaching may help to foster a capacity for growth
in students with LD and guide them towards developing everyday academic resilience. Needsupportive teaching considers the students’ perspectives and provides sufficient rationales for
why the work is essential (Stroet et al., 2015b). Students need to understand the “why” and
“how” of their classwork and understand that their perspectives and input were considered.
Therefore, need-supportive teaching is crucial for student engagement (Stroet et al., 2015b).
Following the precepts of need-supportive teaching, teachers address issues by acknowledging
students’ negative affect or students’ negative responses to lessons or objectives by using nonpressuring language and being patient with students (Reeve, 2016a). Need-supportive teaching
may promote student motivation and engagement within the context of positive teacher and
student relationships (Stroet et al., 2013). By supporting students’ need for autonomy and
competence within the context of high-quality teacher-student relationships, need-supportive
instructional strategies may help students successfully develop academic and social competence
and increase motivation and learning in school (Stroet et al., 2013, 2015b).
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Need-supportive teaching may promote motivation, coping, and engagement among
students with LD who have experienced chronic stressors and risk factors by engaging in needsupportive teaching and promoting academic resilience. Resilience is a process in which
individuals can successfully adapt (thrive/achieve competence) despite exposure to stress
(risk/adversity) (Masten, 2001; Masten & Coatsworth, 1998; Southwick et al., 2014). Everyday
academic resilience involves the process where students successfully encounter common
stressors within the classroom context, complete tasks and function normally, and experience
academic success (Furrer et al., 2014). By providing students with autonomy support and
structure, two dimensions of need-supportive teaching, teachers may help students understand
the value in what they are learning and feed students’ interests. When students see their learning
as meaningful, they may develop intrinsic motivation to follow through with their work when
they encounter setbacks such as failure. By helping students with LD develop competencies and
foster motivation, need-supportive instructional strategies may help students successfully adapt
to stressors in the classroom and experience everyday resilience.
The visual arts classroom is a context where students with LD may become stressinoculated, or exposed to moderate stress, though the stress is not enough to hamper competence
(Furrer et al., 2014; Panter-Brick & Leckman, 2013).
Purpose of the Study
Through the investigation of my teaching practices through self-study, I will investigate
how my practice of need-supportive teaching and promotion of academic resilience helps
students with LD perceive their learning environment and their resilience in the face of academic
stress. An outcome I am looking for is how my teaching practice can help my students with LD
feel successful in the arts classroom. Success is measured by students fully completing a lesson
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with artwork as the end-product and following the goals and expectations of the lesson. Artifacts
for measuring this outcome include student art and my reflexive journal. I am looking for what it
is about my need-supportive teaching practice that fosters intrinsic motivation in my students
with LD to persist past struggles and foster academic resilience.
Self-study is an overarching aspiration to better coordinate theory with practice, to be
further enlightened about the essence of the knowledge of practice, and to build upon these
learnings to effectively improve practice (Loughran, 2007). For me, conducting a self-study is a
way to assess and address the way I teach and the impacts I make on students’ academic
achievement in the arts classroom.
Research Questions
1. In what ways does my practice of need-supportive teaching guide 5th grade students with
LD to meet learning objectives in art?
2. In what ways does my practice of need-supportive teaching promote motivation among
students with LD in art?
3. In what ways does my practice of need-supportive teaching cultivate academic resilience
among students with LD in art?
4. In what ways might my practice of need-supportive teaching be improved through selfstudy?
5. What might I learn by creating visual portraits of my students?
Theoretical Frameworks
The theoretical frameworks informing my practice are Self-Determination Theory
(Reeve, 2006, 2016a; Ryan & Deci, 2000), resilience theory (Masten, 2001; Southwick et al.,
2014), academic resilience (Cassidy, 2015, 2016; Pitzer & Skinner, 2017), need-supportive
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teaching (Stroet, Opdenakker, & Minnaert, 2015; Stroet et al., 2013), and teacher as researcher
(Herrmann, 1989; Johnson et al., 2006). Self-Determination Theory (SDT) states for students to
be intrinsically motivated, their basic psychological needs of autonomy, competence, and
relatedness must be met (Ryan & Deci, 2000). According to Masten (2001), resilience is an
ordinary process stemming from an individual’s adaptation in their environment. Masten posits
that if adaptational systems are protected, then development is powerful in the face of severe,
harsh conditions. Academic resilience (a/k/a motivational resilience) is the capacity to overcome
setbacks and challenges, which adversely affect student performance (Cassidy, 2015, 2016;
Pitzer & Skinner, 2017). Based on SDT, need-supportive teaching is a way for educators to help
meet students’ basic psychological needs in the classroom and school context and promote
engagement and intrinsic motivation (Stroet et al., 2013). Students in need-supportive
classrooms display higher engagement, intrinsic motivation, and competence, as well as highquality teacher-student relationships and academic achievement (Pitzer & Skinner, 2017; Rau,
2016; Reeve, 2016b; Ruzek et al., 2016). Teacher self-study promotes reflectiveness; a teacher
engaged in self-study is involved in a calculated and methodological examination into his/her
teaching practice (Dinkelman, 2003). The teacher as researcher has insider status and is afforded
greater access to the groups being studied (Herrmann, 1989; Johnson et al., 2006).
Overview of Methodology
Within a self-study, I will use Arts-based research (ABR) methods, and I will collect and
analyze participant artwork, transcribed interviews, two visual portraits of my student
participants that I will create, and my reflexive journal for the study. The study will take place in
a rural public elementary school in a Southeastern state. Fifth grade students with LD, n = 2,
enrolled will be invited to participate. The participants are both age ten, and they are average

12

students academically in their art class. These two students sometimes struggle with their art
projects if they perceive them to be too difficult, which can lead to negative behaviors, such as
task avoidance and complaining about the work. Negative behavior due to frustration sometimes
leads to unsatisfactory project completion and lower grades in art class.
I have conducted two previous inquiries investigating student motivation in the arts
classroom, including one a quantitative study and one qualitative study. In the quantitative study,
I administered the Intrinsic Motivation Inquiry (Ryan, 1982) to students in two of my classes,
including one basic education classroom with students with disabilities mainstreamed and a
second Cambridge classroom. In these prior inquiries, I did not take into consideration survey
language, students’ reading ability, or IEPs. The survey was not student-friendly, and students
did not know what certain words or phrases meant. Also, reading ability was a factor as many
students were below grade-level in reading and had difficulty comprehending the survey. Finally,
I did not take the students' IEPs (Individualized Education Plans) into account for the special
education students. One accommodation they receive is to have test questions, and items read to
them, which I failed to do; had I done that, more students might have understood the survey
better and would have recorded more accurate responses. Taking all of this into account, I felt I
could not trust the data I collected. The qualitative study I conducted included a Priori, research
questions, questions that were too leading and interview questions that were not open-ended.
I want to understand how ABR methods may help illuminate what study participants
experience within the arts classroom. People can often communicate in more significant ways
through arts-based methods where visuals help to tell a story better than words (Leavy, 2015).
According to Finley and Knowles (1995), there is an ongoing conversation about the mixture of
these methods. According to Jongeward (1997), traditional research limits the nature of the
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inquiry, interpretation, and subsequent representation. The visual arts enable individuals to make
connections with, represent, and give meaning to inner experiences (Jongeward, 1997).
Rationale and Significance
There is a gap in the research on motivation, needs-supportive teaching, and academic
resilience in fine arts classes, such as visual arts. Multiple studies (see Kiefer & Pennington
[2017], Pitzer & Skinner [2017], and Hornstra et al., [2016]) use students’ self-report surveys as
data; however, the sampled population rarely include special education students (Byrnes &
Rickards, 2011). The purpose of this study is to identify how my practice of need-supportive
teaching impacts students with LD perceptions of motivation and resilience in the arts classroom.
Students with LD sometimes struggle while working on their artwork due to being frustrated by
not getting things drawn or painted perfectly. Sometimes their sense of competence is evident in
the work they produce.
Early adolescence, aged 10 – 13, is a critical stage of development for children, both
socially and academically (Eccles & Roeser, 2011). Supporting fifth-grade students’ capacity for
growth by fostering competencies and everyday academic resilience may help students to
experience success during the last year of elementary school and build a foundation for future
success as they transition into middle school.
My study will explore what students with LD perceive as stressors, which sometimes
affect their learning and social interactions and how my practice of need-supportive teaching
impacts these perceptions. I seek to understand and document how students perceive these
stressors and overcome them in art class.
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Role of the Researcher
I am the sole researcher in this study. I am also the visual art teacher at the participating
elementary school and a study participant. As a participant, I am exploring the way my practice
of need-supportive teaching affects the motivation and academic resilience of my students with
LD.
Assumptions
I assume the participants in this study have some enjoyment in their art class because of
my interactions with them in the art class. I assume ABR, mixed with qualitative methods such
as interviewing, may help participants share their perceptions in more comprehensive ways than
from a survey. I believe participants may feel more comfortable engaging in ABR methods
because they will produce something meaningful to them. I believe writing in my reflexive
journal will help me identify how my practice of need-supportive teaching supports the
motivations and academic resilience of my students. I assume that by conducting a self-study, I
will make observations about my teaching practices and adjust and change them as necessary.
Impact of the Coronavirus
As stated previously, I am teaching my art classes through f2f and distance learning due
to the Covid-19 pandemic. When students are engaged in distance learning, they are receiving
content and instruction and are learning through the application of online, Internet, technology
(Zhou, Li, Wu, and Zhou, 2020). In the past decade, distance learning has been a rapidly forming
educational system across the world as a way to supplement standard school instruction (Zhou et
al., 2020). In a conventional system, students attend school in a “brick and mortar” environment
where traditional teaching, a teacher in a classroom with students, takes place. Due to this, there
have not been many practical applications for distance learning to occur on a large scale (Zhou et
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al., 2020). The outbreak of the Covid-19 in Wuhan, China, at the end of 2019 developed into a
significant public health emergency. Covid-19, or as it is most commonly known as the
Coronavirus, has had the fastest spread, the broadest scope of infection, and has been most
difficult to prevent and control (Zhou et al., 2020). To prevent and control the Coronavirus
epidemic, the Ministry of Education in China closed all schools at every level at the start of the
2020 spring semester, forcing students and teachers out of their “brick and mortar” settings and
into online distance learning.
As of April 16, 2020, more than 2.1 million people worldwide are infected with Covid19, and more than 140,000 lives were lost to the virus (Hub Staff, 2020). The United States is the
new epicenter of the Covid-19 pandemic, with more than 650,000 infections and climbing (Hub
Staff, 2020). According to Keefe (2020), the Covid-19 pandemic is the single direst menace to
Americans’ health in our history. In March of 2020, following suit from other countries
worldwide, in a rush to try to control and contain the outbreak, states across the United States
shut down schools at every level, and all instruction was moved online. The United States has
over 56.5 million students who attend public and private schools, with approximately 50.8
million attending public school alone (EducationData, 2020); these students are now engaged in
distance learning. Colleges and universities were more prepared to handle this shift because a
majority offer students opportunities to take classes online, while the shift for K12 education has
been considerably more complicated (Keefe, 2020). Difficulties include inadequate access to
technology and a lack of materials and supplies.
In my context, I have made the shift into distance learning, as my school district moved
us onto the Canvas learning platform, called myLearning, this past March. The impact of this on
my teaching is great. The curriculum is one that is being provided for the art teachers. On
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myLearning, students go to their assignments, which includes their core subjects, English
Language Arts (ELA), math, and science as well as specials classes (art, music, and P.E.). For
art, the students are presented with a short instructional video and visual steps to complete each
assignment. In this new role, I am offering class times through Zoom, a video conferencing
platform, where students can interact with me virtually through video and ask questions.
Through Zoom, I can share my computer screen with students, and I use a software application
called Photoshop to draw and demonstrate each week’s lesson. I have scheduled Zooms for
grades four and five, second and third, and kindergarten and first. As we are finishing week five
of distance learning, I have had more students, not just those with special needs, request further
help and assistance. No longer being able to have direct access to me during a forty-five-minute
period is proving itself difficult for many students. As a result, I am offering more support for all
students with the promise of specialized Zoom calls devoted to small-group learning.
Summary
I am examining my practice of need-supportive teaching through self-study to investigate
how my teaching affects some of my students with LD experiences and successes in the arts
classroom and how and why they are motivated to complete their projects. I am curious about
how and why they tend to become more engaged with some projects and work harder than
others. I wonder what it is that motivates them to be successful and what types of obstacles they
experience when they struggle and how, if possible, overcome the obstacles so they can move
on. All students have the capacity for growth (Dewey, 1916, p. 117) and adaptation (Masten,
2001, 2014) in the face of academic stress. Teachers may capitalize on this capacity by
promoting areas in which students with LD are already successful. I believe providing a needsupportive learning environment may help these students to persist despite experiencing stress
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and can help them experience successes in their art class. Through ABR methods, I will
investigate the “whys” and “hows” behind students’ with LD motivations in the art class.
Definitions of Key Terms
•

ESE – Exceptional Student Education. Students with exceptionalities include students
with learning disabilities, physical or mental handicaps, students with E/BD, and gifted
students.

•

SLD/LD – Specific learning disability/learning disability is defined as having a disorder
in one or more of basic learning processes involved in understanding language, written or
oral, or mathematics.

•

Self-Contained Classroom – an ESE classroom in which students stay all day with the
same teacher, sometimes even when attending specials classes such as visual arts, P.E.,
and music.

•

General Education Class – a non-ESE classroom where mainstreaming of ESE students
takes place.

•

Mainstream – a term to describe ESE students who may leave their self-contained classes
to attend grade-level subjects with their basic education peers.

•

SDT – Self-Determination Theory (Ryan & Deci, 2000). SDT posits that all individuals
have an inherent need to be intrinsically motivated to take part in and complete tasks. For
them to be intrinsically motivated, they have three basic psychological needs met:
competence, autonomy, and relatedness.

•

ABR – Arts-Based Research. ABR is a type of research where methods for data
collection include using narratives, poetry, music, dance, film/video, and visual art. ABR
methods are closely associated with qualitative research.
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CHAPTER TWO
LITERATURE REVIEW
Introduction
In my problem of practice, I identified students’ motivation as a critical component in the
academic success of my students with disabilities, more specifically, students with E/BD.
Motivation is one key to academic success, and accordingly, Reeve (2016) acknowledges the
instructional challenge all teachers face in motivating their students to engage with and benefit
from their learning activities. The following review surveys literature across the domains of
resilience, academic resilience, motivation, E/BD, and the arts. Within these domains, I have
reviewed articles of both empirical in nature and theoretical research.
The rationale for beginning with resilience and academic resilience is that some students
experience challenges, setbacks, and other stressors impeding their learning. Resilience as a
construct is the act of maintaining or course-correcting to a stable trajectory in the face of risk
and lack of stability (Southwick et al., 2014). Sometimes students in academic situations face
setbacks or failures, making moving on and learning challenging to achieve (Cassidy, 2015).
There is a need for students to persist in the face of challenging setbacks and be resilient in the
face of stress to achieve academic success. I organized these sections according to articles
focusing on resilience as a theoretical framework (Bowes & Jaffee, 2013; Masten, 2001, 2014;
Southwick et al., 2014) and studies testing various hypotheses about the act of bending yet not
breaking under pressure (Cassidy, 2015, 2016; Coholic et al., 2012; Pitzer & Skinner, 2017).
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Students may become resilient when they perceive to be autonomous, competent in their
academic activities, and belonging with teachers and peers. I framed motivation through the
lenses of Self-Determination Theory (SDT) and need-supportive teaching with an emphasis on
students with disabilities. The articles reviewed include those regarding what motivation and
autonomy support look like (Reeve, 2006, 2016b; Ryan & Deci, 2000) and studies in which the
lenses of autonomy support and need-supportive teaching were applied (Kiefer & Pennington,
2017; Stroet et al., 2013, 2015b).
There is a considerable lack of empirical research conducted on students with E/BD as
opposed to the literature on students with learning disabilities (Carter et al., 2006, 2009; Deci et
al., 1992). Fewer articles looking at students with E/BD through the lenses of resilience and
motivation appear in the literature. As such, the E/BD section has fewer articles in this literature
review.
Finally, I close with the literature on arts education. These articles and studies are
relevant as I am an art educator and am looking at building motivation and resilience within the
context of my elementary visual arts classroom. Studies cite the benefits of arts instruction on
students (Burton et al., 1999; Catterall & Peppler, 2007; Karkou & Glasman, 2004; A. H.
Robinson, 2013; K. Robinson, 1982) and how the arts impact instruction in other subject areas.
In total, I have compiled 57 articles for this literature review.
Resilience
The conceptualization of resilience is a process in which an individual exhibits positive
adaptation in the face of stress and adversity and thrives despite the adversity (Masten, 2001,
2014). Resilience research uses both variable- and person-focused approaches (Masten, 2001)
and is interdisciplinary. Focusing on the process of resilience by looking at situational context as
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opposed to just listing and labeling variables about an individual is a more powerful position to
study resilience. Included is an interdisciplinary approach in the resilience discussion in a variety
of areas, including genetic and anthropology.
Conceptualization of resilience. According to Masten (2001), resilience is an ordinary
process stemming from an individual’s adaptation in their environment. Masten posits if the
adaptational systems are protected, then development is robust in the face of severe, harsh
conditions. Individuals are not resilient if there has never been a significant threat to their
development. Threats to adaptation include variables such as parental mental illness,
socioeconomic status (SES), and exposure to maltreatment and/or violence (Barber, 2013;
Werner, 1993). While these are extreme, they are traditional risk items associated with resilience
research. Resilience is determinant upon development and context; safe, stable, and nurturing
environments can enhance resilience (Southwick et al., 2014).
Interdisciplinary approaches to resilience. Taking a multidisciplinary approach can be
valuable in studying resilience as researchers from different fields offer multiple perspectives on
the subject, especially in terms of the process-focused approach, where situational context and
development is essential. This section reviews several conceptualizations of resilience from
various disciplinary lenses, including stress as a natural phenomenon (Southwick et al., 2014),
resilience is a stable trajectory of healthy functioning in the face of adversity (Bonanno &
Burton, 2013), resilience as harnessing personal resources (Panter-Brick & Leckman, 2013), and
overcoming adversity (Yehuda et al., 2006).
Stress and resilience. Researchers striving to reach a common understanding of the
nature of resilience through cross-discipline dialogue have framed resilience around the central
concept of stress as a natural part of our daily lives (Southwick et al., 2014). No one person is
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immune to stress, but different amounts of stress can affect various people differently over time.
Resilience is a process in which an individual can bounce back from stress, sometimes referred
to as adversity (Southwick et al., 2014). Prolonged exposure to stress can give way to several
types of psychopathological symptoms, as well as an internal (anxiety/depression), physical
(increased heart rate/high blood pressure), and medical illness. According to Southwick,
resilience is bending under stress but not breaking and perhaps growing in the process.
Competence is when an individual feels they can perform developmentally appropriate tasks. In
terms of resilience, an individual is competent when they demonstrate healthy growth and, as
Southwick suggests, bouncing back from the adversity or stress that temporarily debilitates them.
Much of the research on motivation, specifically Self-Determination Theory (Ryan & Deci,
2000), explores the dimension of competence and how it relates to the overall well-being of
students. Students with disabilities are no exception; research has shown that when students meet
competence needs, they may also achieve academic success (Deci et al., 1992). The idea of
competence is repeated throughout the literature on resilience and is a key component when
talking about motivation as well.
Positive adaptation is threatened by stress and adversity during periods of sensitive
development or when stress is severe or chronic (Kim-Cohen & Turkewitz, 2012). Adolescence
is a particularly stressful period in a child’s life, adding to the stress students with disabilities
encounter in school (Nelson et al., 2004). Some students with E/BD are already at-risk (Gage et
al., 2017; Nelson et al., 2004) in academic areas, and their chances of negating risks are slim.
Moderate amounts of stress exposure can help mediate the effects of adversity and may help to
improve resilient functioning over time and, in turn, protect against future adversities. KimCohen and Turkewitz assert that too much stress can harm a person’s chances of positive

22

adaptation and lead to poor functioning. However, insufficient exposure to stress could be
equally damaging, as an individual may not be able to react against stressors, they may encounter
later which could threaten their chances of positive adaptation when severe adversity strikes. The
notion of stress inoculation, which states that positive adaptation can occur through an
individual’s exposure to a moderate amount of stress, can provide an optimal environment for
building resilience. While there is research on stress inoculation, it is virtually an unexplored
area in educational settings. For adolescents and students with E/BD, in particular, the literature
points to need-supportive teaching as a way to moderate levels of stress exposure (Kim-Cohen &
Turkewitz, 2012) and mediate these risk factors (Furrer et al., 2014; Skinner et al., 2016; Stroet
et al., 2013). Need-supportive teaching will be discussed further in this review.
According to Bowes and Jaffee (2013), the term stress is subjective. Although stress is a
way of reacting to a threat, challenge, or physical and psychological barrier, what is stressful to
one person could have little to no effect on another. In some cases, students with E/BD
experience higher than normal levels of stress than their peers. The high-stress response could
lead to high levels of social and behavioral problems (Bowes & Jaffee, 2013). Understanding
what acts as a stressor to students with E/BD, it would be advantageous to target students’
behaviors for intervention rather than focusing on exposure to risk.
Central to Masten’s belief is we, as individuals, want to have the capacity to adapt, and
we want to build this capacity in ourselves and others. The implication for teachers of students
with disabilities is significant here because there is a natural want for students to succeed,
especially when students face stressors in the classroom. Applying this to students and the goals
teachers want for them to achieve academic success, students with E/BD have an increased risk
of academic failure (Nelson et al., 2004; Siperstein et al., 2011). In line with Masten’s thinking,
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teachers need to identify ways in which E/BD students can successfully adapt to their academic
environments. Can teachers cultivate resilience in students?
Resilience as harnessing personal resources. Resilience is also being able to harness
personal resources to sustain well-being (Southwick et al., 2014). Panter-Brick (in Southwick et
al.) explains that resilience is more than just a trait or capacity; instead, it is one’s ability to
harness personal and interpersonal resources in order to achieve apt functioning. Panter-Brick
continues with the provision of providing people with resources, which can make possible
people’s ability to create and sustain a better future for themselves. How can teachers provide
students with E/BD the resources they need to be academically successful despite facing the
stressors they may meet in the classroom. Martin, Cumming, O’Neill, and Strnadová (2017)
explore social-cognitive theory and children’s personal and interpersonal agency. The
interpersonal agency includes positive peer and teacher-student relations. As discussed later,
interpersonal resources may be protective factors for students experiencing academic difficulties
(Pitzer & Skinner, 2017).
Overcoming adversity. Resilience can be the quality of not breaking down despite
exposure to trauma, risk, or adversity (Southwick et al., 2014). Like Masten (Southwick et al.,
2014), Yehuda (in Southwick et al.) believes in the capacity for growth and adaptation.
Resilience as a process implies an organism; in our case, an individual is actively engaging with
the environment. Adaptive systems pass down through biological and cultural evolution, and the
systems are continually changing and responding to the environment as well as new systems
created. According to Masten, children are products of evolution, and as a result, they are highly
adaptive.
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Environmental protective factors such as classroom culture may serve to affect and alter
gene expression, setting in motion positive adaptation to stress. There is a dynamic relationship
between teacher and student. In the school context, the teacher plays a crucial role in shaping
students’ adaptive systems and serves as a support for the student to adapt to stressors within the
classroom. These relationships relate to need-supportive teaching (Stroet et al., 2013). Providing
a healthy context for development is essential for the potential of adaptive capacity. If educators
can provide a system of support for E/BD students in a classroom environment, then they can
develop an environment to promote their successful adaptation.
Academic Resilience
Academic resilience, in some of the literature known as motivational resilience, is the
capacity to overcome setbacks and challenges, which adversely affect student performance
(Cassidy, 2015; Pitzer & Skinner, 2017). Active engagement in the learning environment and
constructive dealing with challenges and setbacks students may encounter and find ways to keep
working and persist in the face of these obstacles can help support academic resilience. Students’
ongoing active engagement in the lesson should be enough of a motivation strategy to keep the
student working. Engagement is an essential driver for student learning, retention, and
performance. Classroom engagement helps academic coping, how the students react to stressful
setbacks, and how they regulate their academic behaviors and emotions in the face of the
setbacks. Academic behaviors can be problem-solving and seeking help, and emotional strategies
include self-encouragement and comfort-seeking. Maladaptive behaviors include avoidance,
escape, self-pity, rumination, or blaming others. Students who engage in maladaptive behaviors
may be experiencing competency frustration, which is a threat to positive adaptation and
motivation (Earl et al., 2017).
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Model of Academic Resilience. Engagement, coping, and persistence are inter-related
motivational processes (Pitzer & Skinner, 2017). According to Dweck (2008), educators need to

Figure 1. Model of Academic Resilience. (Pitzer & Skinner, 2017)
communicate to students that mistakes, challenges, and failures are a certainty. Knowing how
students react to these challenges can help better support students to equip them to be
academically resilient.
The model in Figure 1 examines everyday motivational/academic resilience. High
classroom engagement is dependent on teacher warmth, structure, and autonomy support as well
as meeting students’ SDT needs. When faced with a challenge or setback, how a student will
react can determine academic resilience. According to Pitzer and Skinner (2017), students who
are highly engaged have better adaptive coping skills and can manage the challenges to be
academically successful. Positive teacher behaviors such as warmth vs. rejection (teachers’
attitudes toward students), structure vs. chaos (the classroom management and teaching styles),
and autonomy support vs. coercion (having students want to do the work as opposed to being
forced to) also come into play to ensure academic success. The current study suggests there is a
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sustainable feedback loop which, over time, builds academic resilience. Personal and
interpersonal resources work in tandem, which affects a student’s emotional reactivity to a
stressor. These resources impact how a student may cope with and become re-engaged, which in
turn affects learning and achievement. The stronger the resources a student has, the higher the
chance in motivational resilience being maintained (see Figure 1). Can interpersonal resources
(the teacher), in conjunction with the student’s resources (appraisals), affect motivational
resilience impacting student learning and achievement? Pitzer and Skinner (2017) explored this
question in their research.
The researchers use the above model of external dynamics of students’ everyday
motivational resilience as a theoretical framework. The model proposes that the feedback loop
can be altered in positive ways and sustained over time through enhanced teacher support for atrisk students. In the current study, the researchers look at motivational resilience through the
lenses of students’ appraisals of SDT, perceptions of teacher support, and emotional reactivity.
Motivational resilience suggests students will have lower emotional reactivity to negative
challenges if their self-appraisals of competence are high.
Also, Pitzer and Skinner (2017) investigated the reciprocal link between motivational
resilience and academic achievement. They believe a feedback loop created through
interpersonal and self-appraisal resources in which motivational resilience can sustain
engagement, and vice versa, overtime occurs. High student engagement catalyzes academic
achievement because students are on-task. The researchers hypothesized high teacher support
would help motivationally at-risk students change their course trajectory and have higher
academic achievement as the school year progressed. The sample included n = 1020 students
ranging from third through sixth grade.
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The researchers used measures of interpersonal resources, personal resources, emotional
reactivity, motivational resilience, self-report surveys, and catastrophizing appraisals. Students
rated all items on a 4-point Likert scale. Items for motivational resilience included engagement
in school, academic coping, and re-engagement versus giving up. Catastrophizing appraisals
included items for catastrophizing of relatedness (i.e., “when something bad happens to me at
school [like not doing well on a test] I feel like I let everyone down.”), catastrophizing of
competence (i.e., “I worry I won’t do well on anything.”), and catastrophizing of autonomy (i.e.,
“I feel like it’s all my fault.”).
Students reported high levels of personal and interpersonal resources, moderate levels of
emotional reactivity, and relatively low levels of catastrophizing. High engagement in a class led
to the use of more adaptive coping strategies when faced with challenges and persistence to
continue after experiencing setbacks. Engagement, coping, and re-engagement was positively
and significantly related to each other, although emotional reactivity was negatively associated
with these. The most substantial relationships with motivational resilience came from students’
perceptions of competence and their teachers’ provisions of structure.
Pitzer and Skinner’s (2017) study aligns with previous research regarding links between
students’ personal and interpersonal resources and the influence of teacher support on students’
motivational resilience (Martin & Marsh, 2009; Skinner & Pitzer, 2012). The researchers
concluded that students’ motivational resilience predicted changes in academic achievement
throughout the school year. Teacher support is one of the highest predictors of motivational
resilience over time (Pitzer & Skinner, 2017); in turn, motivational resilience promotes academic
achievement. Students who began their school year high in catastrophizing were able to change
course trajectory dramatically through high levels of teacher support and by the end of the school
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year, were found to have higher levels of motivational resilience than their peers who started the
school year low catastrophizing but had less teacher support.
Despite the findings in this study, when students encounter setbacks or challenges they
perceive as catastrophic, teacher support can only go so far. While teacher support is a predictor
of academic success, it can only help bolster a student’s resources. Without a student’s personal
resources, the motivational resilience model cannot function properly, nor is it sustainable over
time. Panter-Brick commented that resilience was about harnessing personal resources to sustain
well-being (Panter-Brick & Leckman, 2013; Southwick et al., 2014). A student’s resources fall
under the domain of SDT; therefore, motivation and resilience relate to one another.
Accordingly, by SDT, students who appraise themselves as belonging in their classroom, being
competent and autonomous in their work, perceive positive interactions with their teachers, and
feel meeting their academic and emotional needs are be more likely to show more resiliency in
response to facing challenges and setbacks.
What one teacher perceives as a potential challenge in the classroom may not be
recognized by another teacher, and teachers’ reactivity and response may be different across
situations. In addition to perceptions of teacher support differing across teachers, perceptions of
teacher support may differ across students and teachers. Perceptions of teacher support by
students with E/BD can be useful in determining the levels of support individual teachers can
provide for their students. Training is needed for teachers to identify and support students when
challenges and setbacks in the classroom arise (Pitzer & Skinner, 2017). An exciting implication
that came to light in this study is for students who begin their school year with low motivational
resilience. If these students still become upset by an academic setback or failure, the emotional
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reactivity could serve as a “spark” to reignite enthusiasm for their work. Their resources may aid
in the development of re-engagement and motivational resilience.
Context-specific academic resilience. Cassidy (2015) asserts there is an argument for
resilience to considered and measured in context-specific terms. Contextualizing resilience based
on judgments about risk and adversity relates to events and contexts, as do evaluations of
competencies and outcomes (Riley & Masten, 2005). Accurately measuring resilience should be
within context-specificity. When determining judgments about risk and adversity, there is no one
size fits all scenario. Different individuals react to situations differently. In academic settings,
students’ interpersonal skills with teachers assist in moving past stressful or adverse situations, as
well as displaying high levels of feeling autonomous, relatedness, and competent (Cassidy, 2015;
Pitzer & Skinner, 2017). Maintaining high motivational achievement and performance despite
facing stressful events and situations is a characteristic of academic resilience. However,
stressful adversity must place the student at risk for poor performance.
Studying what will make a student resilient will further the implications for educating
students and provide opportunities to effectively train teachers for teaching at-risk students,
bolstering academic resilience. Factors such as social competence, academic competence,
problem-solving skills, autonomy, and a sense of purpose can promote academic resilience
because these factors are malleable. Additionally, motivation, goal orientation, time
management, structure in the learning environment, and social supports work to support
academic resilience.
Academic self-efficacy. Self-efficacy, the belief in an individual’s capacity to organize
and make a course of action required to adapt to different situations, is a context-specific factor
related to resilience. Positive self-efficacy skills promote increased motivation and perseverance
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and are essential when assessing individuals facing adverse and stressful situations. According to
Bandura (1995), self-efficacy is an essential foundation for the agency, and it can be a protective
factor in resilient individuals. When a student has agency, they are taking an active role and
owning their learning. There is, though, a lack of empirical evidence as to what students with
high self-efficacy do to positively impact academic success and its relation to resilient behaviors
in the face of adversity in the classroom. Hornstra et al. (2016) examined students’ self-efficacy
and positive teacher-student relationships and found a distinct correlation between self-efficacy
and motivation.
Cassidy (2015) sought to establish examples of context-specific resilience factors and
resilience responses to academic adversity. Cassidy found that high self-efficacy is associated
with better academic performance. The Academic Resilience Scale – 30 (ARS-30) can measure
the key factors in resilience (i.e., adversity/risk, and positive adaptation). Cassidy (2015)
developed the ARS-30 as a context-specific measure of student response to academic adversity
in a higher education setting. Participants are presented with a personalized vignette asking them
to imagine they are experiencing a personally detrimental academic experience and how they
would respond. The participants must respond to a sample of thirty items of relevant positivelyand negatively phrased behavioral, and cognitive-affective responses for them to rate as likely or
unlikely on a 5-point Likert scale. Cassidy also developed a vicarious vignette to explore
differences between personal responses to adversity and advocacy for an individual facing
academic adversity.
There was a positive correlation between self-efficacy and academic resilience in both
vignette groups. Cassidy observed academic self-efficacy as a significant predictor of academic
resilience. Students with higher self-efficacy reported significantly higher academic resilience
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for both case vignettes, although a significant interaction indicated a more considerable influence
of self-efficacy for the personal vignette (Cassidy, 2015). Resilience was also high in participants
with the vicarious vignette. Here it is suggested that peer support positively affects positive
adaptation in the face of academic adversity. Peer support is a protective factor for students who
are experiencing stressful and adverse academic situations. The present study might suggest that
students who advocate for struggling peers are highly resilient in their own right. Some
limitations in the study include the personal and vicarious vignettes may not be traumatic enough
to evoke a powerful enough response or adequately represent an authentic adverse situation. The
ARS-30 is a relatively new measurement scale, and further development examining predictive
validity will add to its integrity. To date, Cassidy only tested the ARS-30 in the higher education
context.
Motivation
In this section, there is a discussion on the constructs of need-supportive teaching and
Self-Determination Theory (SDT). SDT, need-supportive teaching, and autonomy-support as
theoretical frameworks as well as studies on motivation, autonomy, and competence comprise
the literature selected here. There is an assumption that all individuals strive for psychological
growth, and in doing so, they are self-determined who grow and adapt to new situations. Also,
individuals are causal agents to grow and surround themselves with other like individuals (Stroet
et al., 2015a).
Need-supportive teaching (Stroet et al., 2013, 2015a) focuses on the social context of the
teacher-student relationship and providing opportunities for students to harness both personal
and interpersonal resources to be academically successful. Need-supportive teaching takes the
students’ needs into account, with the teacher seeking input from students and empathizing and
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giving voice to students’ issues and concerns. A teacher can provide this support by taking the
students’ perspectives in mind when designing and delivering lessons (Reeve, 2016b); the
teacher thinks about his or her students and wonders what students may enjoy about a lesson and
anticipate the needs of all learners by identifying what they may not enjoy about the lesson
(Reeve, 2016b).
Self-Determination Theory. Motivation is a crucial determinate of success (Ryan &
Deci, 2000), whether it be for learning a necessary skill or engaging in and performing academic
tasks. SDT is determinate on the fact of all students have an inherent need for personal growth
and the satisfaction of basic psychological needs (autonomy, competence, and relatedness)
serves as the foundation for motivation (Reeve, 2006; Ryan & Deci, 2000). According to
research on SDT, classrooms that support students’ needs for autonomy, competence, and
relatedness foster positive learning outcomes for students (Stroet et al., 2015a). The need for
autonomy is related to students needing to be causal agents, in charge of their learning, their need
for competence, referring to their needing to feel effective while working at their level of
capacity and striving to reach a new level. Relatedness refers to the need to form stable and
healthy interpersonal relationships, including teacher-student and student-student relationships.
Intrinsically motivated students seek out challenges and pursue interests (Reeve, 2006).
Students operating with autonomy are independent, self-regulated learners; they do not require
extrinsic rewards (Reeve, 2016b; Ryan & Deci, 2000). Students need to feel competent; they can
complete any task successfully and efficiently, and students need to feel like they belong and
accepted by their teachers and peers.
There is a self-determination continuum beginning with amotivation, a lack of
motivation, competence, and control; four levels of extrinsic motivation, moving from external
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(rewards and punishments) to internal (awareness); and finally, intrinsic motivation, where tasks
are completed for the sheer enjoyment of the working on the activity. Extrinsic motivation is the
use of external rewards or punishments as motivational supports. Students will complete their
tasks if there is a reward contingent upon their compliance. In other words, “do this, and you get
that.” The reward may be positive or a consequence of negative behavior. Introjected regulation
is a form of extrinsic motivation wherein a student does not accept their volition as being truly
theirs. The behavior is maintained to avoid guilt, anxiety, or ownership (Ryan & Deci, 2000).
Students need to perceive they have a meaningful choice in the learning activities they
are interacting with; students need to have a voice with the teacher (Dewey, 1938; Reeve, 2006,
2016b; Ryan & Deci, 2000). Students need to feel they can meet the challenges of rigor in the
classroom and be able to push past limits to expand their knowledge base. Moreover, finally,
students need to belong; to be accepted and cared for by their teacher and peers. When students
are intrinsically motivated, they set goals to help themselves complete tasks. Students with
E/BD, many times, may lack the motivation to complete their work and sometimes are
motivated to avoid their work instead (Fulk et al., 1998). Teachers can respond to students'
individual needs by providing emotional support for students to meet their needs for autonomy,
competence, and relatedness and, therefore, feel more autonomous in their academic tasks.
Teachers who can effectively connect with their students in this way are more likely to promote
intrinsic motivation (Ryan & Deci, 2000) and combat disengagement (Ruzek et al., 2016).
Need-supportive Teaching. Within the framework of SDT, there is the assumption that
is meeting basic psychological needs of autonomy, competence, and relatedness facilitates an
individual’s intrinsic motivation (Ryan & Deci, 2000; Stroet et al., 2013, 2015a). Based on SDT,
need-supportive teaching is a way for educators to help meet students’ basic psychological needs
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in the classroom and school context and promote engagement and intrinsic motivation (Stroet et
al., 2013). One approach to satisfying students’ psychological needs described in selfdetermination theory is need-supportive teaching, which includes teacher autonomy support,
teacher structure (e.g., competence support), and teacher involvement (e.g., relatedness support).
Need-supportive teaching focuses on the social context of the teacher-student relationship and
where the educator provides opportunities for students to harness both personal and interpersonal
resources to be academically successful.
Stroet et al. (2013) posit that when a student actively invests in their learning and
education and shows effort, they are motivated. When a student does the work for the
satisfaction of doing the work, then they are intrinsically motivated. Autonomy support promotes
intrinsic motivation, as well as providing support for extrinsic motivation as well. Motivation can
be more autonomous when the student perceives their work to be personally valuable as opposed
to controlled motivation where there is no sense of ownership. An intrinsically motivated student
is highly engaged in the work and finds it interesting and enjoyable. There is a positive
correlation between students’ perceptions of need-supportive teaching and their motivation and
engagement (Stroet et al., 2013).
According to Stroet et al. (2015), there are three positive and negative dimensions of
need-supportive teaching which occur during lesson delivery and instruction. The first dimension
is autonomy support (autonomy thwart). Teachers provide autonomy support when they provide
students with opportunities to express their feelings and opinions about current tasks, whether
they be positive or negative. Silencing students’ perspectives is a form of thwarting. Reeve
(2016) explains the importance of this when delivering content to students as it helps build
relevance for students.
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The next dimension is a structure (chaos), which incorporates monitoring, expectations,
and support. Structure has four components: 1) clarity; providing clear, explicit, and
understandable directions for instruction, 2) guidance; through monitoring students’ work and
offering support when needed, 3) encouragement; communication of positive outcomes and
expectations, and 4) informational feedback; helping students see value in their work (Stroet et
al., 2013).
Providing clear guidelines, instructions, and being present for students’ questions ensures
structure. The final dimension of need-supportive teaching is involvement (disaffection). Strong
teacher-student interactions support involvement by showing affection and interest. Empathy is
encouraged to support students’ needs and displaying a commitment to students’ learning (Stroet
et al., 2015a). Within the framework of SDT, there is the assumption that meeting three basic
psychological needs facilitates an individual’s intrinsic motivation: autonomy, competence, and
relatedness. Based on SDT, need-supportive teaching is a way for educators to help meet
students’ basic psychological needs in the classroom and school context and promote
engagement and intrinsic motivation (Stroet et al., 2013).
The need-supportive approach to teaching takes the students’ needs into account, with the
teacher seeking input from students and empathizing and giving voice to students’ issues and
concerns. A teacher can provide this support by taking the students’ perspectives in mind when
designing and delivering lessons (Reeve, 2016b); the teacher thinks about his or her students and
wonders what students may enjoy about a lesson and anticipate the needs of all learners by
identifying what they may not enjoy (Reeve, 2016b).
Autonomy-support. Autonomy support is the most researched of the three basic
psychological needs in SDT and is a central component of need-supportive teaching (Stroet et
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al., 2013, 2015). When students perceive themselves as having autonomy in the classroom, they
may become more intrinsically motivated and, in turn, be more actively engaged and successful
— teachers providing autonomy support foster a sense of purpose in their students, helping them
achieve success. Autonomy-supportive teaching encompasses six dimensions, taking place
during pre-lesson/planning (take the students’ perspectives), engaging in the lesson (vitalize
inner motivational resources, provide explanatory rationales), and during lesson addressing and
solving problems (use non-pressuring and informational language, acknowledge and accept
negative affect, and displaying patience); (Reeve, 2016b).
Autonomy-supportive teaching is a process that includes pre-lesson reflection/planning,
an invitation for students to engage with content early in the lesson, and addressing issues and
solving problems that arise during the lesson (Reeve, 2016b). In the pre-lesson reflection, the
teacher takes the students’ perspectives. At this stage, the teacher can empathize with his or her
students by imagining what they may enjoy or be turned off by in a particular lesson. Based on
positive teacher-student interactions, the teacher knows what their students’ interests are,
aligning with need-supportive research (Stroet et al., 2015a). At this stage, a teacher can
problem-solve what may work and not work for students, and they can develop their rationale for
why the lesson content is relevant, a provision of providing structure. Students in autonomysupported classrooms may display higher engagement, intrinsic motivation, and competence, as
well as high-quality teacher-student relationships and academic achievement (Pitzer & Skinner,
2017; Rau, 2016; Reeve, 2016b; Ruzek et al., 2016).
Rau (2016) focused on using changing the teacher's intentional language she was using in
her classroom to be more autonomy-supportive and to foster a growth mindset in her fourthgrade students. Rau suggests that students display greater academic success when teacher
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language supports their autonomy (Rau, 2016). Ruzek et al. (2016) studied the mediating effects
of teacher-emotional support and student-student support on satisfying students’ need for
autonomy, competence, and relatedness. They found that positive relationships did assist in
promoting the needs of students.
Vitalizing inner motivational resources and providing explanatory rationales are displayed within
the invitation for students to engage in the lesson. Explaining the why behind the lesson is
essential for students to “buy-in” to what the teacher wants them to accomplish. By placing an
important value on the content, the teacher is informing students the activity is worthwhile. The
use of intentional teacher language (Rau, 2016) is vital for students’ engagement with the lesson.
Within the lesson, teachers should acknowledge and accept positive and negative behavior
because it gives voice to the student. Informational, non-pressuring language helps to calm the
student and reinforce the goals and structure of the lesson (Reeve, 2016b; Stroet et al., 2015a).
Displaying patience is calmly waiting for the student to recompose themselves and giving time
and support when applicable. Following these dimensions within the context of a lesson from
planning through to post-reflection can help ensure the enaction of an autonomy-supportive
environment.
Associations of teacher support and structure. Teacher autonomy support
encompasses choice, respect, and relevance (Reeve, 2016b). Teachers can support autonomy by
providing meaningful and relevant choices to students. Choice can be as simple as knowing
one’s students well enough to know what their individual or group interests are and then
developing lessons based on those interests. Choice is subjective, though, and students must feel
the choice is meaningful to them (Dewey, 1938). Reeve (2016) asserts in the lesson planning
stage, teachers providing choice as well as to anticipate possible pitfalls to learning and develop
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possible interventions for the learning to take place. In this way, teachers provide an array of
developmentally responsive choices for students to select when developing lessons and teaching
their content. Teachers show respect for students when they consider their perspectives (Reeve,
2006, 2016b). Finally, teachers can provide autonomy support by explaining the relevance to
students. When students understand the why of what they are learning, they are more likely to
respond to the academic tasks in more positive ways.
Teacher structure encompasses monitoring, expectations, and help. Monitoring student
learning keeps student learning on track and helps the teacher to be responsive to individual
students’ needs. Providing clear and explicit expectations and detailed step-by-step directions for
learning tasks can keep students engaged with the lesson, whereas helping students when they
experience difficulties can support autonomy in the classroom. Provisions of the structure may
enhance students’ need for competence (Kiefer & Pennington, 2017; Stroet et al., 2013).
Autonomy support allows for student self-direction in learning tasks, and the development of
locus of control and structure enhances students’ needs for competency (Stroet et al., 2013).
Autonomy supportive teachers listen carefully to the needs of their students and create
opportunities for students to work in productive and meaningful ways. Students are encouraged
to engage in conversation, sharing their thoughts, ideas, questions, and insights. Autonomy
supportive teachers encourage effort and persistence through constant progress monitoring,
praising signs of improvement, and mastery. Finally, autonomy-supportive teachers are
responsive to students’ questionings and comments (Reeve, 2006).
Kiefer and Pennington (2017) examined the associations of students’ perceptions of
autonomy support and structure measured with academic motivation, engagement, belonging,
and achievement in an urban, ethnically diverse middle school. Their hypothesis was students
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would be more intrinsically motivated, academically engaged, and successful if they perceived to
be autonomous, competent, and belonging (Pitzer and Skinner, (2017); Reeve, (2016b); and
Ryan and Deci (2000)).
Autonomy support and structure were measured using the Teacher as Social Context
Questionnaire (Belmont et al., 1988). The academic motivation was measured using the Intrinsic
Value Measure (Midgley, Feldlaufer, & Eccles, 1989), and school belonging were measured
using the Psychological Sense of School Membership Scale (Goodenow, 1993). Students who
perceived high levels of teacher support and structure reported high levels of intrinsic value
(Kiefer & Pennington, 2017). Providing choice to students can meet their developmental needs
and help foster motivation aligns with previous research (Patall, Cooper, & Wynn, 2010; Reeve,
2006). In alignment with Reeve (2016), students reported higher levels of engagement when they
perceived high levels of relevance and teacher expectations. Students’ who reported high levels
of teacher respect reported then to have higher intrinsic value.
Further, Kiefer and Pennington (2017) found boys who perceived their teachers having
higher levels of respect for them made them less likely to enact disruptive behaviors. There is an
implication for students with emotional and behavioral disorders who exhibit disruptive
behaviors in the classroom and best practices in dealing with those behaviors (Landrum et al.,
2003). Teacher respect and support might help mediate disruptive behaviors in students with
E/BD. According to Kiefer and Pennington, there is a reason to believe that respect can serve as
a protective factor in conjunction with teacher guidance and monitoring. Protective factors are
assets that can help individuals achieve positive adaptation and resiliency in the face of stress,
adversity, and risk (Werner, 1993; Wright et al., 2013).
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Positive teacher-student/student-student relationships. Positive teacher-student
relationships center on teacher warmth, the structure of the classroom, and autonomy support
(Pitzer & Skinner, 2017; Reeve, 2006, 2016b). Positive teacher-student relationships are
concurrently and longitudinally related to students’ perceptions of competence and autonomy as
well as the students’ perceptions of relatedness (Bakadorova & Raufelder, 2018). Bakadorova
and Raufelder (2018) collected student self-reports of teacher-student relationships, and how
these relations supported their basic psychological needs from the beginning of eighth grade
through the end of ninth grade. The researchers used a latent cross-lagged panel analysis to test
their research hypothesis. The hypothesis stated was to explore the within and over time
associations in the relationship between the students' social relations with their peers and
teachers as well as their need satisfaction (Bakadorova & Raufelder, 2018). The more positive
the perceptions of relationships with peers, the better the students had perceptions of relatedness.
Positive teacher-student relationships is a source for fulfilling students’ needs. Bakadorova and
Raufelder (2018) suggest future research may focus on how individual teachers may support
students’ needs for autonomy, competence, and relatedness.
Researchers believe there is a strong connection between teacher-student interactions and
how teachers play a pivotal role in helping develop students’ motivation and engagement (Pitzer
& Skinner, 2017; Stroet et al., 2013). Autonomy-supportive teaching provides students with a
choice and provides authentic learning activities rather than controlling suppression tactics.
Autonomy-supportive teaching fosters relevance as opposed to uninteresting or meaningless
activities. Autonomy-supportive teaching initiates mutual respect between the students and the
teacher. These effects help to build students’ intrinsic motivation, promoting increased
engagement, and academic success.
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Structure is essential for students to feel competent, referring to a student’s need to feel
effective within social and academic contexts and, at the same time, measuring up to their
capacities (Kiefer & Pennington, 2017). When teachers provide structure, it can enhance a
student’s feelings of competence. Clarity, guidance, encouragement, and feedback through the
instructional process ensure structure. Providing clear and explicit instructions for lessons
provides clarity. Caring, support, and encouragement from the teacher can further build
competency development on students. When a teacher provides informational, constructive
feedback, it helps keep students on track for positive academic development.
The dimension associated with relatedness and involves the development of high-quality
interpersonal relationships is involvement. Relatedness is the need to belong, to be cared for, to
be respected by teachers and peers (Cassidy, 2015; Pitzer & Skinner, 2017). Students need to
perceive their relationships as being stable and high-quality. Students are more likely to feel
respected and believe they are cared for when their teacher takes an active role in involving
themselves with the student. Teachers can be attentive, attuned to the students’ feelings, be
dependable, and dedicate resources such as time to students. Teachers may foster an environment
of peer empathy as well.
Students with disabilities. There is empirical evidence tying motivation to the academic
achievement of students with disabilities (Sideridis, 2009). Motivation addresses three questions
centered on esteem and competence, focus on self and extremal causes (intrinsic/external), and
students’ achievement goals: can I do well, do I want to do well, and why I want to do well
(Sideridis, 2009). Students who perceive their relationship with their teacher as positive and feel
emotionally supported are more likely to be motivated than their peers who do not (Wigfield,
Eccles, Fredricks, Simpkins, Roeser, & Schiefele, 2015). The relationship between the teacher
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and student is reciprocal. A high-quality relationship can reinforce students’ perceptions of their
autonomy, competence, and relatedness, and in turn, can bolster teacher support (Wigfield et al.,
2015).
Students who have a processing disorder in language, speech, or writing, which impairs
their academic ability, have a “specific learning disability” or SLD (Hammill et al., 1987), not
including low-incidence disabilities such as hearing or vision impaired, autism spectrum
disorder, or emotional and behavioral disorders. Although SLD is not the cause of low
motivation or academic achievement, students with learning disabilities tend to attribute their
successes to luck and failures to lack of competence (Fulk et al., 1998; Sideridis, 2009). Students
with internalizing and/or externalizing behaviors are more likely to attribute their academic
success to luck (Fulk et al., 1998). In Sideridis’ review, intrinsic motivation was the most
valuable predictor of engagement in a learning activity for students with SLD. Introjected
regulation and extrinsic motivation factors allow students with SLD to engage in a learning
activity only if there is a form of external reinforcement (Deci et al., 1992). Intrinsic motivation
promotes engagement for the sheer joy of an activity in which the locus of control is of wanting
the activity. Deci et al. (1992) found teacher warmth as a positive predictor of students’ intrinsic
motivation to engage in learning activities. For students with disabilities, there may be a lack of
joy in the activity, especially when competence is threatened, which may result in a lack of
intrinsic motivation to complete the learning activity (Fulk et al., 1998; Nelson et al., 2004).
Sideridis found that most self-reported data for students with SLD is during the transition into
middle school; there is less known during elementary school. Therefore, there are still
unanswered questions regarding students with learning disabilities and self-determination theory,
especially at the elementary school level.
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Students with LD
Learning disabilities are a major concern for poor education (Seyed et al., 2017).
According to Seyed et al. (2017), higher levels of motivation for school-age children leads to
more permanent learning. In other words, student are more likely to retain content from
instruction when they are motivated to do so. These researchers found a high relationship
between motivation and student learning.
Seyed et al. (2017) found that students with disabilities had lower motivation than their
basic education peers. However, this does not mean that all students with LD have lower
motivation. The researchers reference a previous study (see Jungert and Andersson (2013))
where they found that students different learning styles were motivated in different ways.
Context plays a crucial role in how we motivate students to learn. The learning environment can
affect how students respond to instruction and teachers’ motivating styles.
Cooperative learning with peers in a non-competitive and performance-oriented way can
help booster competence development in students with disabilities. Working together socially
helps to keep students engaged in the learning even when there is no intrinsic satisfaction of the
lesson being taught (Ford, 1995). Tasks that are too difficult or too easy may be seen as barriers
to competence development. Having a sense of personal agency helps in the development of
competence; they need to have capability beliefs and context beliefs (Ford, 1995). A student
needs to be able to believe that they can do the goal-directed work and they need to see that their
context is supportive of their efforts. Teachers can foster this agency by providing warm and
supportive learning environments intended to deliver frequent proof of personal accomplishment
(Ford, 1995). Students will not try if they perceive themselves failing in an activity even if they
find the material interesting and engaging. A possible reason behind this is an expectation of lack
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of praise or encouragement from teachers. Ford (1995) recommends a variety of intervention
strategies to aid in building motivation and competence development in students with
disabilities, including:
1. “Design tasks and agreements so they create a ‘win-win’ scenario in which
cooperating with the teacher’s goals will also help the student accomplish his or her
personal goals.
2. Use direct, frequent and targeted feedback to maintain goal commitment and positive
context beliefs, as well as to modify unrealistic capability beliefs.
3. Routinely alter standards for goal attainment as needed (higher or lower) to ensure
that feedback remains meaningful and always positive, with an expectation of
continual improvement.
4. A student’s goals, emotions, and personal agency beliefs are intrinsically valid to that
person, and must be respected as the reality to be dealt with regardless of what one
thinks they should be” (Ford, 1995, p. 80).
Intrinsic Motivation. For all students, with and without disabilities, intrinsic motivation
is considered an important factor in determining academic success (Dev, 1997). According to
research, (Adelman & Chaney, 1982; Dev, 1997), students with LD are less likely to be
intrinsically motivated than their peers (Seyed et al., 2017). A student who is intrinsically
motivated is more likely to persist in academic activities despite difficulties (Dev, 1997;
Gottfried, 1983). Accordingly, persistence, problem-solving, and having control over the
environment are measures of intrinsic motivation (Gottfried, 1983). When students with LD find
interest in their learning activities they may experience a significant increase in academic
achievement (Dev, 1997). For optimal learning, teachers need to develop their curriculum with
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their students in mind, their individualized needs and ability levels, especially students with LD
(Dev, 1997; Reeve, 2016a). When the assigned task is developmentally appropriate for the
students and they hold an inherent interest, students are more likely to be intrinsically motivated
to learn (Dev, 1997; Gottfried, 1983). A certain level of challenge should also be there to inspire
learning. Intrinsic motivation can be fostered in students with LD by helping students feel they
are in charge of their learning through choice (Reeve, 2016a) and self-progress monitoring (Dev,
1997). Feedback and praise are also essential for building motivation and competence in learning
activities (Gottfried, 1983). Timed feedback in place of rewards when introducing new content
will foster intrinsic motivation. When a desired behavior has been displayed following up with
praise can help students with LD in achieving competence and mastery over what they are
learning. When students do not meet their academic benchmarks they need to be given the
opportunity to retry the task again and be provided with guidelines for how to successfully
complete the assignment; in this way teachers can promote mastery learning in students with LD
(Dev, 1997).
Some students with disabilities view school as being not worth it or goal-less as a factor
in noncompletion rather than receiving poor grades (Fulk et al., 1998). Students with disabilities
may display amotivation, which is impersonal; they do not value their educational context. Their
teachers do not meet their basic needs for autonomy, competence, and relatedness. Students with
LD have motivational difficulties due to deficiencies in self-efficacy and perceptions of
competence, suggesting that students are at-risk for feelings of “learned helplessness” (Fulk et
al., 1998). Students with disabilities may benefit from need-supportive teaching environments
thriving on strong interpersonal relationships with teachers and peers.
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Motivation among students with LD. Fulk et al. (1998) investigated the motivational
characteristics of students with emotional and behavioral disorders (E/BD) in comparison to
students with LD and students with average achievement (AA). They examined similarities and
differences between the three groups of students on the motivational constructs of self-efficacy,
intrinsic motivation, test anxiety, metacognition, and academic value (n = 115, grades 6-8). E/BD
students were in special education classes for at least four years. Self-report measures included
the Motivation Orientation Scale (MOS), the Purposes of School Scale (PSS), and the Motivated
Strategies for Learning Questionnaire (MSLQ). The MSLQ consists of 56 items measuring selfefficacy, intrinsic motivation, test anxiety, cognitive strategy use, and self-regulation (Nicholls,
Patashnick, & Nolen, 1985).
Students with LD had fewer positive views about school than students with E/BD and
AA students, and they tended to avoid work more so than their E/BD and AA peers. In this
study, students with LD were mainstreamed or taking classes with their AA peers, and their
negative views of their disabilities caused them to feel more alienation than their E/BD peers
(Fulk et al., 1998). With taking the MSLQ, there was no difference between the groups of LD,
E/BD, and AA students. Fulk et al. (1998) viewed this as a positive because the students with
disabilities perceived themselves as satisfactory strategy users. Keeping students with disabilities
motivated and persistent in the face of adversity is necessary to keep them on track for
graduation. The researchers recommend interventions for students with learning disabilities to
occur in elementary school if educators are to prepare students for graduation and academic
success.
Structure is a necessary component to teaching all students, but it is most necessary in the
instruction of students with disabilities (Deci et al., 1992). There is a question of whether

47

perceptions of autonomy and competence and perceptions of support help promote learning and
engagement in students with disabilities. Autonomy-supportive teachers who are positively
involved with students help their students achieve more significant academic outcomes (Deci et
al., 1992). Deci et al. (1992) assert that students with learning disabilities will achieve higher
academic achievement when meeting their need for competence, and they reach a desired
academic outcome. Students with disabilities may achieve higher academic achievement when
they meet their psychological needs for autonomy, competence, and relatedness through positive
relationships with teachers and peers. These relationships may make it possible for students with
disabilities to accept mistakes and failures in their academics when they perceive their teacherstudent relationships to be warm, caring, and supportive (Deci et al., 1992). While Fulk et al.
(1998) and Deci et al. (1992) seek to make connections between motivation and students with
disabilities, only Fulk et al. (1992) engage with students with E/BD. Byrnes and Rickards (2011)
suggest, in their review, that educators can learn by researching with students with disabilities.
Students’ self-report data can inform classroom, teaching, school-wide, and policy practices.
Students with disabilities are well aware of what is working or not working in their educational
environment (Byrnes & Rickards, 2011), though they may not always be able to express it.
Social-Cognitive Theory. Social and emotional competence, according to Martin,
Cumming, O’Neill, and Strnadová (2017), is a child’s personal and interpersonal agency.
Personal agency encompasses competence beliefs and perceived control. The interpersonal
agency comprises peer relationships and teacher-student relationships. Much research on social
and emotional competence is with mainstream samples. There is less attention given to at-risk
students (Martin et al., 2017). There are two types of classroom settings: basic or general
education and self-contained. Students in a self-contained class are generally ESE or special
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education students, and they stay in the same setting with the same teacher throughout their
school day as opposed to the basic education setting, which is more flexible and least restrictive.
In a basic setting, students may have more than one teacher per subject (i.e., English Language
Arts and Science) and may move from one classroom to another.
In some cases, special education students in a self-contained unit will have their specials
classes (Visual Art, Music, and P.E.) as a separate self-contained class as well. To be
mainstreamed means a special education student may spend part of or all of the day with a basic
class with non-special education students. Martin et al., (2017) contend the term at-risk as having
broad connotations but link it to “socioeconomic status through academic, mental, and physical
health status” (p. 124).
According to Martin and colleagues, self-efficacy, self-concept, and self-esteem fall
under the umbrella of competence beliefs. Self-efficacy is the strength of one’s belief in their
ability to complete a task and reach set goals; Self-concept is an individual’s conception of their
ability in a given domain such as visual art; Self-esteem is to have confidence in one’s appraisals
of self (Martin et al., 2017). Personal locus of control, autonomy, and self-directedness are
features of perceived control. Individuals have an inherent need to be motivated agents in control
of their actions and context. Bandura (2001) suggested that people do not live or work in
isolation, and much of what they seek is only achievable through social means. By SDT,
interpersonal resources reflect in relatedness, or individuals need to care and be cared for by
others (Ryan & Deci, 2000).
Competence beliefs. Addressing students’ negative beliefs about themselves, adjusting
academic tasks to ensure students can experience success, and chunking lessons into manageable
tasks to help ensure project completion are ways in which teachers may enhance students’
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competence beliefs (Martin, 2010; Martin & Burns, 2014). Failure to raise competence belief
may lead to academic adversity. Therefore, it is necessary to boost students’ academic resilience
when threats to their self-efficacy arise. Threats to self-efficacy may place undue stress on
students with LD. Stress can contribute to multiple physical symptoms, and prolonged exposure
may lead to several types of psychopathological symptoms, as well as mental illness (Southwick
et al., 2014). However, not being exposed to enough stress may be seen as a detriment to healthy
development; individuals may not be able to test against a variety of stressors and build capacity
for overcoming challenges and adversity (Kim-Cohen & Turkewitz, 2012). By introducing
students to low to moderate amounts of stress, inoculating them, teachers may stimulate coping
mechanisms and strategies as protective factors that could help ensure academic success for
students with LD.
Perceived control. Providing students with opportunities to experience autonomy
through immediate feedback and choice can boost students’ sense of perceived control (Martin et
al., 2017). When students see their effort as something they can control, affecting their
educational outcomes, they are more likely to take ownership of their academic development and
have agency (Martin, Nejad, Colmar, Liem, & Collie, 2015). Immediate and timed feedback
makes it explicitly clear to students they can improve and experience success. As stated
previously in the autonomy section of this review, students in autonomy-supportive classrooms
display higher engagement, intrinsic motivation, and competence, as well as high-quality
teacher-student relationships and academic achievement (Pitzer & Skinner, 2017; Rau, 2016;
Reeve, 2016b; Ruzek et al., 2016). Autonomy-supportive teaching involves scaffolding lessons
with guided and supported choice throughout the task from start to completion (Martin et al.,
2017; Reeve, 2006).
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Self-determination. In a study conducted by Carter, Lane, Pierson, and Glaeser (2006),
the researchers examined the self-determination of adolescents with emotional disturbance (ED)
and learning disabilities (LD). Carter et al. (2006) gathered the perspectives from special
education teachers, parents, and students with ED and LD. As per the Individuals with
Disabilities Education Act, students with ED may be classified as being students with E/BD.
Self-determined students are more likely to seek out or create more opportunities to engage in
behaviors such as choice and decision making, problem-solving, goal setting, and self-advocacy
(Carter et al., 2006).
For the present study, a sample of students with ED (n = 39) and students with LD (n =
46), one parent per each student, and the special education teacher made up the study population.
The researchers used the AIR Self-Determination Scale (Wolman, Compeau, DuBois, Mithaug,
& Stolarski, 1994). The instrument measures students’ capacity for and opportunity to engage in
self-determined behavior (Carter et al., 2006). The measurement has two sections: Capacity to
Self-Determine and Opportunity to Self-Determine. The Capacity section addresses behaviors
such as goal setting, making choices, degree of optimism about being able to achieve goals, and
willingness to take risks. The opportunity section addresses perceptions of opportunities at
home/at school, such as “explore, express, and feel good about own needs, interests, and
abilities” and to change actions and plans to satisfy their expectations.
Carter and colleagues found students with ED as being perceived to have an inadequate
capacity to engage in self-determined behaviors according to the parents' and teachers’
responses. The students, however, rated themselves higher. Parents and teachers also rated
students with ED capacity for self-determination lower than their LD peers. Parents and teachers
held conflicting perspectives regarding the level of opportunities at home/at school for students
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to engage in self-determined behaviors. Students with ED expressed few opportunities at
home/at school to engage in self-determined behaviors. The researchers recognized using only
the AIR Self-Determination Scale as their instrument as being a limitation, and they stress the
importance of using multiple instruments for future research.
The Arts
The following section is an exploration of the visual arts through the lenses of curricular
integration and disadvantaged students, curricular implications, the impact of high-quality visual
arts education, and finally, arts-based methods used in therapy to help at-risk children. The arts
can provide an all-encompassing experience, which includes the development of aesthetic,
creative, moral, psychological, and social functioning (Robinson, 1982). This statement connotes
the idea of the arts providing more than just a creative outlet. When used appropriately, the arts
in schools may help to build the personal welfare and social integration of students, engaging the
capacity students to have to learn and achieve academic success (Karkou & Glasman, 2004). The
arts involve a cognitive process, including the act of artmaking and the process with which it
takes. Not only does a student need to understand the historical or social aspects of appreciating
art, but they must be able to analyze, evaluate, and discuss their personal experience in creating
art (Karkou & Glasman, 2004).
Achievement and learning. The arts have an impact on learning (Burton, Horowitz, &
Abeles, 1999). The arts are different from all other school subjects in which they present a public
face to learning. Artwork and artistic productions may be seen, heard, and experienced by
everyone. Learning in the arts involves a willingness to perform or publicly display, to celebrate
accomplishments, to gather appreciation, and to learn from others’ critiques. Burton, Horowitz,
and Abeles (1999) found students in what they call “high-arts” education programs performed
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better academically than students in “low-arts” education programs. The researchers define a
“high-arts” program as students having art and music instruction for at least three consecutive
years with supplements of drama and dance. “Low-arts” programs are less consecutive and more
sporadic. They began their study by asking three questions: What is arts learning? Does it extend
to learning in other school subjects? What conditions in schools support this learning?
Specifically, the researchers looked at measures of creativity, fluency, originality, elaboration,
and resistance to closure, each a capacity fundamental to arts learning.
Creativity is an oft-misunderstood term because it is mostly associated with the arts.
Creativity is the use of imagination and originality of ideas to produce something new and
unique; it is in all walks of life and every domain from literature to politics. For this review,
though, creativity will be referred to when thinking about the production of artistic work. The
number of ideas or solutions a person expresses when faced with a problem is called fluency.
Originality is the unique quality of responses, whereas elaboration focuses on the imagination
and elucidation of detail. Finally, resistance to closure is the ability to be open to new
possibilities long enough to make the bound into innovative and original ideas (Burton et al.,
1999; Catterall & Peppler, 2007).
Determining what cognitive, social, and personal skills developed through arts learning and
if these skills have a more global impact on learning and what conditions in schools support
these are the goals in the present study. Measurement instruments included the Torrance Test of
Creative Thinking (Torrance, Ball, and Safter, 1992) to measure creative thinking abilities. The
researchers also used the Self-Description Questionnaire (SDQ-1) (Shavelson, Hubner, and
Stanton) and the School-Level Environment Questionnaire (SLEQ) (Rentoul and Fraser, 1983).
The SDQ-1 measures self-concept, and the SLEQ measures aspects of school climate such as
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teacher-student interactions. Additionally, the research team developed the Teacher Perception
Scale (TPS) to measure classroom teachers’ perspectives on individual students within the
domains of expression, risk-taking, creativity/imagination, and cooperative learning.
The sample included twelve schools, four of which became sites for exploratory case
studies. Two thousand forty-six students in grades four, five, seven, and eight across four states
in the Eastern United States made up the sample. When comparing experiences between the
“high-arts” versus “low-arts” groups, the researchers found students in “high-arts” programs
consistently outscoring their “low-arts” peers when it came to measures of creative thinking.
Academic teachers’ perceptions of their students’ general competencies were found higher with
“high-arts” groups. Teachers stated that students in “high-arts” programs could combine
divergent thinking and feelings within representational forms, making it possible for them to
express ideas in multiple ways.
Students in “high-arts” programs rated themselves more competent in academics than
their peers in “low-arts” programs did. They perceived they excelled in other school subjects
such as English language arts and math as well. Another finding was that students in “high-arts”
programs are more likely to express their thoughts and ideas, make use of their imaginations, and
take academic risks. Classroom teachers confirmed the students’ perceptions citing higher senses
of confidence in themselves.
Due to the need for persistence in arts learning and in processes and organization required
to denote thoughts and ideas, it is an assumption success in arts learning could translate into
other subject areas (Burton et al., 1999). The researchers found less conclusive findings here.
They could not, for sure, make any statements regarding the nature of arts learning’s impact on
other school subjects. What they did notice, however, was when the arts were incorporated
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directly into the learning of another subject students responded greater academically. For
instance, when teaching about Jamestown, Burton et al. (1999) found a synergy between using
the arts in a subject like social studies to teach about Jamestown. Having to create something as a
part of their social studies assignment helped students academically. When used effectively, the
arts work in tandem with the other subject enhancing students’ experiences with learning.
Teachers in “high-arts” schools spoke to the capabilities of their students across five
dimensions of ability:
•

“Express ideas and feelings openly and thoughtfully;

•

Form relationships among different items of experience and layer them in thinking
through an idea or problem;

•

Conceive or imagine different vantage points of an idea or problem and to work
towards a resolution;

•

Construct and organize thoughts and ideas into meaningful units or wholes; and

•

Focus perception of an item or items of experience and sustain focus over some time”
(Burton et al., 1999, p. 42).

From this research, the evidence suggests that students in “low-arts” groups are less likely to
transfer their thinking to other academic situations. The authors suggest from their evidence that
in an environment where there is no support for the arts, or if the arts are offered in limited,
sporadic amounts, there may be a negative effect on critical cognitive competencies (Burton et
al., 1999).
According to the National Advisory Committee on Creative and Cultural Education
(NACCCE) (1999), the impact of developing creative strengths affects students’ self-esteem and
boosts global achievement. The arts also provide an outlet for bypassing verbal communication
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because of the capacity to communicate meaning through visual expression. In some respects,
verbal expression over artistic expression may be seen as detrimental or counterproductive,
especially when working with students who are very young or who have learning disabilities
(Karkou & Glasman, 2004). The arts serve as an inclusive medium for all students.
The act of producing artwork is very personal and can be very therapeutic (Karkou &
Glasman, 2004). Students’ uses of symbols and metaphors may help provide insight into their
feelings and help understand concerns they may be going through. Eisner (1978) suggested that
symbol making was an essential facet of students’ development as it helped to enhance their
imaginations. When engaged in the arts, students can put distance between themselves and
distressing situations and work out their issues through creative expression. The symbols and
metaphors created can be observed and interpreted in many ways over time by many individuals
and offers more insight to students, teachers, and peers into the individual, creating the art.
Integration. Arts integration is identifiable through three lenses: learning through and with
the arts, connection with curriculum, and collaborative engagement. There are four types of
integration types, as identified by Bresler (1995): the subservient, affective, social integration,
and co-equal approach. According to Bresler, the subservient integration approach is the most
common where the arts are filler content in classes. The effective integration approach is one
where there is music integration in a background setting, and students are reactive to music and
artistic works; the arts are seen as self-expression and are a complement to the curriculum. The
social integration approach focuses on performance-based plays and performances aimed to gain
parental support. Finally, the co-equal integration approach is where there is a full integration of
the arts with the regular curriculum, and there is the requirement for students to use higher-order
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thinking skills and aesthetic qualities to understand academic concepts taught (Bresler, 1995;
Robinson, 2013).
Integration of the arts is a naturally engaging format affording students multiple
opportunities to display individual choice, autonomy, and self-regulation skills (Robinson, 2013).
The arts offer multiple means for communicating information. In the co-equal integration
approach students 1) imagine, examine, and perceive; 2) explore, experiment, and develop skills;
3) create and build; 4) analyze, reflect, and make revisions to work; and 5) share their endeavors
with others (Robinson, 2013). Students are engaged in an ongoing process of reflection and selfassessment. Robinson (2013) conducted a systematic review of the literature to identify the
quality of arts integration and the success of disadvantaged students. Robinson (2013) defined
disadvantaged students as being students with disabilities, low socio-economic students, and
English language learners.
In her method, Robinson searched for either quantitative or qualitative studies, which
included, but not limited to, outcomes for academic achievement, affective measures, and
cognition. She specifically searched for studies employing a co-equal integration approach and
where the total sample was disadvantaged students. Her initial search yielded 453 results, and
after employing her inclusion criteria, mentioned above, Robinson narrowed her results to 44
studies. Five of the studies focused on visual arts instruction. In her findings, Robinson found a
potential positive correlation between visual arts and an increase in reading and math
achievement, writing, and empathetic behaviors among disadvantaged students. When multi-arts
integration was in practice, she found significant positive impacts on creativity and critical
thinking, self-efficacy, motivation, cooperation, and student engagement (Robinson, 2013).
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In interpreting her findings, she considered a conceptual framework proposed by Durham
(2010) in which students develop metacognition when engaged with arts-integrated content. The
metacognition influences students’ cognitive processing skills, knowledge of content, persistence
in academic tasks, and self-efficacy. There is a link between Durham’s conceptual framework
and with Bandura’s (2001) social-cognitive theory. The social-cognitive theory posits a
transactional relationship between learning and knowledge, influenced by contextual variables
such as personal, environmental, and behavior (Bandura, 2001).
High-quality visual arts education. What is the relationship between High-Quality Visual
Arts Education (HQVAE) and the self-concept of children and their views about their future?
Catterall and Peppler (2007) sought to answer this question in their research about inner-city
students’ access to HQVAE during the school year. The researchers believed that visual arts
education might improve students’ self-efficacy beliefs. Self-efficacy (Bandura, 1977), the belief
in an individual’s capacity to organize and make a course of action required to adapt to different
situations, is a context-specific factor related to resilience and motivation. There is little
empirical evidence about self-efficacy as it relates to visual arts instruction (Catterall & Peppler,
2007).
The primary focus is on knowledge acquisition and the varied aspects involved.
Constructivist learning theory (Bruner, 1960, 1966) states that the attainment of knowledge
acquisition happens through the interaction with new information undergirded with pre-existing
knowledge. The visual arts constitute learning involving the process of invention, experimenting,
a reflection of one’s work, revision, and sometimes reinvention; this is a constructivist approach
(Catterall & Peppler, 2007). Nestled within Brunner’s theory is metacognitive activity referring
to active self-monitoring of one’s learning process. Deep learning occurs through stepping back
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at times, and reviewing the progress made looking for ways to adapt and improve. Situated
learning (Lave & Wenger, 1990) holds that social interactions are critical to learning, and a
community of learning emphasizes the values and learned behaviors; This may be tied to
distributed learning (Bransford and Schwartz, 1999) stressing the importance of collaboration to
enhance learning. Catterall and Peppler suggest that since ideas in a visual arts context occur in a
public forum, students have an added motivation to get things done correctly. In this way, the
responsibility of learning is on the student (Catterall & Peppler, 2007).
Secondarily discussed are the frameworks of HQVAE and self-efficacy. An individual with
high levels of self-efficacy has a general sense of agency and is confident in their ability to
succeed and persist in the face of adversity. According to the researchers, there is a lack of
empirical research that links HQVAE and students’ self-efficacy. Students in an HQVAE context
have the opportunity to gain artistic competencies, can watch experts, sometimes their teachers,
at work and build confidence in producing artworks on their own, and have their skill
developments recognized and reinforced by teachers and peers due to the public nature of the
work (Catterall & Peppler, 2007).
The sample included third-grade public education classrooms in Los Angeles, California,
and St. Louis, Missouri. The research design included comparison classrooms that would attend
visual arts classes at ICA and COCA and comparison groups that would not have the art
instruction. There were 179 students in total, 103 who attended high-quality visual arts education
programs, and 76 students in the comparison classrooms. Art instruction took place at Inner-City
Arts (ICA) in Los Angeles and the Center of Contemporary Arts (COCA) in St. Louis. ICA
serves 14 schools in an impoverished area in Los Angeles. The elementary classrooms attend
visual art instruction for 90 minutes, twice a week. COCA serves students living in public
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housing projects in St. Louis. Instruction took place over thirty weeks at one hour per week. The
selection of both ICA and COCA is because of their commitment to the visual arts education of
children.
There is previous research on how HQVAE can boost a student’s desire to engage with and
persist in their work (Winner, Hetland, Veenema, Sheridan, Palmer, & Locher, 2006). If a
student’s disposition can lead to academic success, then self-efficacy may follow (Catterall &
Peppler, 2007). Envisioning is an aspect of the art-making process as it aids in the planning
process and enables one to act in advance of the final product. The process of envisioning is a
central component of self-efficacy (Catterall & Peppler, 2007; Winner et al., 2006). Finally, the
researchers state that visual arts instruction may help students take leaps and engage in risktaking throughout the art-making process (Winner et al., 2006).
Based on pre- and post-survey data, the researchers found a large percentage of students in
both HQVAE groups made gains in general self-concept. The question regarding students’
“worldview” did not show growth favoring the art students. In terms of self-efficacy, more than
half of the visual arts students made significant gains in their perceptions of self-efficacy. The
comparison group saw only one third making gains in this area. Measures on creativity yielded
significant gains among the visual arts students compared to their comparison group peers by
about 55% to 33%. While the researchers found less development in the visual arts students than
they previously hypothesized, they found everything else aligned with their theories regarding
self-efficacy and acquisition of knowledge.
In addition to the survey measurement, Catterall and Peppler (2007) observed the classes at
IAC and COCA as well as at their home classrooms. The researchers used these data to round
out their findings to provide additional information. Perceptions of student engagement were
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higher when students were attending visual arts classes than in their home classrooms. However,
engagement was higher in the home classrooms than in the comparison groups. The transfer of
heightened focus and attention from the visual arts classroom to the homeroom classroom can
occur (Catterall & Peppler, 2007). Teacher-student interactions were more substantial between
the students and their visual arts teachers, though over time, relations with the classroom teachers
improved as well. The classroom teachers also observed noticing marked differences in their
students after they attended the visual arts classes. Students tended to be more creative in their
classrooms and found more opportunities to succeed.
Mindfulness. Mindfulness is a normal human ability for an individual to be fully present
and aware of themselves, aware of the current actions undertaken, and not to be overly reactive
or overwhelmed by the situation around them (“Getting started with mindfulness,” 2019).
Mindfulness is most commonly associated with meditation practices. Colholic (2011) explored
arts-based methods as a way to practice and teach mindfulness to children in need. Colholic
identified children in need as being involved with child protection and mental health services.
Mindfulness-Based Cognitive Therapy (MBCT) is a common form of mindfulness practice
(Coholic, 2011). Children who go through mindfulness-based cognitive therapy have been
studied to reduce attention problems and have maintained this for at least three months before
therapy (Semple, Lee, Rosa, & Miller, 2010). Similarly, reductions in behavior problems also
correlate with reduced attention problems. Semple et al. (2010) also found that children in all
testing groups had significantly reduced symptoms for anxiety following their study on MBCT.
Following treatment, children’s symptoms of impulsivity and awareness reduced while showing
improvements in developing personal goals, externalizing behaviors, and happiness occurs
(Bögels, Hoogstad, van Dun, de Schutter, & Restifo, 2008). In short, children who engage in
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mindfulness practices enjoy fewer attention problems, fewer impulsive reactivity, and feel a
better sense of happiness.
Colholic (2011) used the basis of MBCT through the lens of arts-based methods. She
hypothesized using arts-based methods to teach mindfulness might help engage children who are
otherwise reluctant to take part in therapy and might help them learn basic skills which they
could build on. The specific research question she explored: Are arts-based mindfulness-based
group methods feasible and suitable for children in need? How are these methods beneficial (if at
all) in improving self-awareness, self-esteem, and other aspects of resilience in children in need?
(Coholic, 2011)
A total of 50 children, referred to the study by child protective and mental health services,
over a three- and half-year period, took part in this study. Participation in the study was
voluntary, and age and gender served as factors for group design. Groups consisted of four
children and two adult facilitators. Most children in the study lived in foster care. They had been
removed from their parents’ care for a variety of reasons but not limited to mental health and
substance abuse issues, physical abuse, and abandonment or neglect. Some descriptors for the
children included “lacks self-confidence and self-esteem,” “prone to be angry or aggressive,” and
“shy, withdrawn, or quiet.” Children coming from systems of abuse tend to have difficulty
sharing or forming their thoughts regarding their trauma, and they have limited social skills to
share their perceptions with others (Hansen, 2006). Group therapy is a common type of support
for children from these situations to engage. Group therapy, with like peers, provides a safe
space for children to express thoughts and ideas. Engaging in arts-based methods may help
children in need to express their thoughts and perceptions in ways ordinary discourse cannot
attain. Most of the children in the study lacked the characteristics found in children identified as
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resilient. Resilient children have a positive self-concept, are self-aware, express optimism and
hope can express themselves emotionally, can manage stressful situations, and have excellent
interpersonal skills for communication and problem-solving (Coholic, 2011; Pitzer & Skinner,
2017).
Coholic (2011) employed a qualitative research design with an emphasis on grounded
theory (Glaser & Strauss, 1967). The goal was to construct knowledge through the analysis of
video recorded and transcribed interviews conducted post-therapy. Grounded theory is a cyclical
process involving the definition and redefinition of emergent themes from the data analysis and
the relationship between themes and concepts. Through the mindfulness-based group methods,
the goal was to teach the children better attention skills and habits; use of their imagination;
identification and exploration of thoughts, feelings, and behaviors; and strength development
(Coholic, 2011). Incorporating arts-based methods was a simple process, both basic and concise,
focusing more on active and sensory activities and tasks. The need was to build a foundation of
skills involving listening and paying attention.
One such activity involved using a half-filled clear jar of water in which the children would
add beads and other objects, each representing a thought or feeling. As the jar shook and circled
the group and the objects within swirled about the discussion moved to how we process thoughts
and feelings when things quickly move as opposed to when we are calm and focused with the jar,
and its contained beads are at rest. The activity was one of many, which helped the children
identify that many things can happen at once and may seem overwhelming. However, when an
individual is calm and focused, then they can see everything objectively. Another activity, called
the “Feelings Inventory,” aimed to help children, using arts-based methods, describe their
feelings and current moods by drawing representations (colors, words, and images) of their
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feelings inside a large circle. The more significant drawn representations indicated the primary
emotions the children would be feeling. Other arts-based methods included reading short, guided
stories and scripts and providing opportunities for children to draw or sculpt while listening to
meditative exercises.
Based on the transcriptions from the video recorded post-therapy interviews, the most
massive emergent theme identified was “fun.” The nature of having fun, or more specifically
intrinsic satisafction helped the children to develop a better sense of self-awareness and selfconcept as well as improved self-regulation skills, which in turn helped to develop coping skills.
Children and parents reported changes such as growth in self-esteem and greater confidence in
self. The children displayed characteristics of resiliency over time. Group participation enhanced
feelings of happiness. Coholic (2011) concluded that children in need could both learn and
benefit from mindfulness-based practices when facilitated in an engaging and non-threatening
format when it meets individual needs and promotes success. Utilizing arts-based methods
helped the children who did not have the ability or skill to learn mindfulness traditionally due to
their lack of skill in conversational discourse.
Arts Education and Covid
In March 2020, virtually all learning in schools shifted to online learning due to the
unprecedented COVID-19 virus sweeping the globe and finally settling in the United
States.(Keefe, 2020). According to Joseph (2020) education in the Arts is and remains essential.
The State Education Agency Directors of Arts Education (SEADAE) in conjunction with the
National Dance Education Organization (NDEO), the National Association for Music Education
(NAFME), the Educational Theater Association (EdTA), and the National Art Education
Association (NAEA) collaborated to put forth a joint statement providing guidance, support and
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continued vision for Arts instruction (Joseph, 2020). There are three key points in the “Arts
Education is Essential” statement:
1. Arts education supports the social and emotional well-being of students, whether through
distance learning or in person.
2. Arts education nurtures the creation of a welcoming school environment where students
can express themselves in a safe and positive way.
3. Arts education is part of a well-rounded education for all students as understood by
federal and state policymakers. (National Association for Music Education {NAfME},
2020; State Education Agency Directors of Arts Education {SEASAE}, 2020)
These three guiding principles served as a framework to present the findings of a qualitative
study conducted in the spring of 2020. The study was designed explicitly to prompt responses
concerning the future of Arts education in the time of COVID (Joseph, 2020). Based on
respondents’ answers researchers came to various conclusions. First, the transition from inperson learning to virtual because in the traditional model students experience Arts instruction in
a school setting. The traditional model is difficult to replicate by watching a computer screen,
instructional videos, and by synchronous and asynchronous formats (Joseph, 2020). There is a
steep learning curve for all stakeholders involved teachers, students, and parents.
Parents and students who responded to the qualitative study reported that they viewed
Arts education akin to therapy. Arts education is also seen as a safe space to learn and express
freedom for students of diversity, disability, and exceptionality (Joseph, 2020). And further, like
Robinson (1982) the Arts provide for an all-embracing experience, including the development of
social, creative, aesthetic, and psychological functioning. While there are difficulties in teaching
the visual Arts virtually, it remains easier than teaching other modes of the Arts, such as theater
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and dance, virtually. Further, parents, teachers, and students alike shared that they felt Arts
education give students the abilities to feel and develop empathy, understanding, resilience,
belonging, diversity, and inclusion to name a few (Joseph, 2020).
In the wake of the COVID-19 global pandemic, the visual and performing Arts are being
redesigned, reinvented, and reimagined in ways they can deliver high quality instruction
remotely and in hybrid models. Joseph (2020) concludes that Arts educators are determined to be
both successful and resilient in the face of steep adversity. It still remains a challenge to keep
students engaged in the Arts whether in-person or virtual (Joseph, 2020).
Arts-Based Research
While traditional research is epistemologically grounded in needing to explain, predict,
and sometimes control outcomes of future, similar events, the aim of arts-based research (ABR)
is to enhance perspectives. Arts-based researchers seek to address new and alternate ways to
view educational phenomena (Barone & Eisner, 1997). What cannot be known through
traditional research may come to light through the creation of visual imagery. The researcher can
discover unanticipated connections between the relationships created through the visuals and the
elements of experiences of the participants (Jongeward, 1997). Arts-based work can inhabit the
qualities of establishing empathy, making connections, altering perceptions, and touching
emotions among its readers or viewers (Barone, 2008); disturbing equilibria and rendering the
status quo questionable. Artistic expression is a way to communicate a narrative without words,
or when words cannot convey the message (Malchiodi, 2015).
Most scholars believe that the understanding of phenomena should be something
observable, tangible, and measurable (Pentassuglia, 2017; G. Sullivan, 2006). Qualitative
researchers, however, seek to observe the qualities of phenomena so they may attain a deeper
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and more contextualized understanding of it (Pentassuglia, 2017). New methodologies are borne
from this need to understand, paving the way for ABR to emerge as a research paradigm.
Arts-based research goes beyond the restraints that obstruct communication to help make
and convey meanings that are otherwise unknown or unattainable (Barone & Eisner, 2011;
Pentassuglia, 2017). The systematic use of the expressions and processes of the arts help people
gain an understanding and analyze the human experience form perspectives of the participants,
as well as that of the researcher (McNiff, 2008a; Pentassuglia, 2017).
Method meets art. ABR was borne out of the qualitative research paradigm mainly
because most of its practitioners came to it from qualitative backgrounds (Leavy, 2015). The arts
can tap into emotions and help people look at things from different perspectives. Using the arts
as research helps move forward critical conversations and to push the boundaries of known
methods. There are many harmonies to be found between arts-based research and qualitative
practices. In both instances, the researcher may seek to make something known about a social
phenomenon, build upon understanding, and challenge current belief systems (Leavy, 2015).
Researchers do not merely gather data and write about them; they compose, orchestrate, and
weave the data into a colorful narrative (Leavy, 2015). Both ABR and qualitative research are
holistic processes, involving reflection and problem solving, as well as having the ability to
identify and articulate perceptions and creativity throughout the research (Leavy, 2015). From an
epistemological standpoint, Barone and Eisner (2012) assume that ABR can make and bear forth
meaning. The arts can convey truth and foster an awareness of self and others (Leavy, 2015).
Leavy (2015) stresses that the arts can offer multiple ways of knowing with visuals, kinesthetics,
narrative inquiry, and imagination.
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Visual art, dance, film, poetry, and other art forms can all be interpreted in different ways
by different audience members due to their respective attitudes, feelings, backgrounds, and
worldviews. Because of these different interpretations, ABR opens the door for there to be
multiple meanings in the research findings rather than making authoritative claims (Leavy,
2015). The multiple meanings achieved through ABR practices provide for a broader and more
full version of the reality studied, that opens up to new questions and the researcher’s and
audience’s ways of knowing (Leavy, 2015; Pentassuglia, 2017); allowing for greater dialogue
among all the stakeholders involved in the process.
Art as a research practice. The nature of inquiry is considered a linear process, but it
can be interactive and reflexive, where the construction of imaginative insight comes from
creative and critical practice (G. Sullivan, 2006). Creative acts can help to elucidate what is
unknown from the known by looking at things from a new perspective. Within the educational
research process, scholars acknowledge that questions and hypotheses must be measurable (G.
Sullivan, 2006); however, the measuring and testing of these need not lack imagination. The
inquiry process can be one of invention, revealing the rich complexity of the subjects being
studied through natural encounters, as well as being systematic and rigorous (G. Sullivan, 2006).
The central question of can the arts be a foundation for educational inquiry may be asked.
Adopting methods from the social sciences alone may not adequately address the complexities of
human learning. Arts-based researchers propose to extend the methodologies made possible by
qualitative researchers (G. Sullivan, 2006). There happens to be a significant challenge, however,
for arts-based researchers. There are most likely critics within the research realm, but outside of
ABR, who may have difficulty with accepting the arts as credible and valid research protocols
(G. Sullivan, 2006).
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The utilization of ABR methodologies provides unique ways of arriving at the
understanding of new things (G. Sullivan, 2006). Accordingly, as research methodologies
expand within the domain of qualitative research, there is a call for the incorporation of the arts
to help adequately represent the broad scope of human learning. Research practices may expand
while staying grounded inside of existing research models. Artistic practices are inherently
educational acts intended to provoke discussion and kick-start change (G. Sullivan, 2006).
Naturally, artistic practice is situated well within educational contexts. ABR offers chances to be
creative in the research process, as Einstein said once, “Creativity is intelligence having fun.”
Reflexivity
Writing is an approach to inquiry; it is a course to take to learn about yourself as a
researcher and your topic of study (Richardson, 2003). Reflexive journaling provides an intensity
of learning that may not be possible through other methodological actions (Watt, 2007).
Reflexive journaling provides a way for a researcher to engage in an on-going dialogue with
himself/herself. It helps them to learn what they know and, more importantly, how they know it.
A researcher may use a journal to record their biases, thoughts, and feelings to understand them
and how they impact the course of their research (Watt, 2007). The nature of reflexivity is
cyclical, beginning with recalling a situational experience. The individual must call back to what
they were thinking and feeling at the time, then acknowledge their assumptions, values, and
biases regarding the situation. The individual must make inferences as to how these might
influence their findings. Next comes a reflexive re-evaluation of the findings leading them into a
new understanding of the experience and guiding their continuing work (Richards, 2019).
In Watt’s (2007) research, she kept a journal as her means to reflect on the reasons
underlying her inquiry. By using the journal, she was able to go deeper and clarify her research
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purpose through close and careful reflection and, in the process of writing, gained insight into
how she felt that her research was worthy of pursuit. Watt (2007) was able to reflexively look
back on her data and the literature that informed her study and see how these informed the
decisions behind her methods and actions as her inquiry progressed. Writing helps to clarify the
specifics of a phenomenon, making it easier to identify new ways to move forward (Watt, 2007).
Jenkins (2011) utilized participant journaling as she investigated how teacher reflexivity
informed the practices of adult educators. She decided on the use of journaling from her
participants as a method because it would help them to be reflective of their teaching practices.
Through keeping a reflexive journal, the study participants learned to become more reflective of
their teaching as they worked out situations and interactions with peers and students during the
day. These reflections informed their beliefs about learning, theirs’ and their students (Jenkins,
2011). The participants became encouraged to build new understandings of what it meant to be
an educator and their roles in the profession (Jenkins, 2011). Jenkins (2011) found that good
teaching practices were associated with expert content knowledge, healthy and positive teacherstudent relationships based on knowledge and respect, and a continuing need to improve upon an
individual’s teaching practice. These findings came directly through the analysis of the
participants’ journals.
Through reflexive journaling, and educator is amenable to the further development of
their practice when they perceive a strong need for an opportunity for it (Jenkins, 2011). Selfengagement, with an educator’s epistemological beliefs, is fundamental in building authentic and
individual professional development (Jenkins, 2011). Reflexive journaling encourages new
understandings of one’s practice and can lead to increased development of teaching practice
(Jenkins, 2011).
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Teacher as Researcher
The essence of being the teacher as researcher is deeply rooted in the field of
ethnography; it is through that lens that this section is structured. To look beneath the surface and
see the manners of a group to uncover what is going on is the role of the ethnographer
(Herrmann, 1989). As an ethnographer, the teacher becomes the participant observer, who is a
part of the collective group yet as the researcher is apart. According to Herrmann (1989) the
participant observer is the most significant mechanism in ethnography.
On being a participant observer, the teacher may draw upon their arsenal of cultivated
sensitivities such as observing, listening, and questioning. The role differs from being an
ordinary teacher in that they are also a recorder, describing activities by using a variety of data
gathering procedures. Procedures might include fieldnotes, a teacher’s journal, audio/video
taping, interviews both formal and informal, and a collection of relevant artifacts such as student
work (Herrmann, 1989).
There are many advantages to being a teacher as researcher mainly because the as a
teacher they are already an insider. An insider already speaks the same teacher language at their
school and understands the school’s and their classroom’s values. The teacher as researcher
understands how to function inside the system. From the students’ perspectives, however the
teacher as researcher is seen as an outsider because of the power dynamic (Herrmann, 1989). By
contrast, the outsider maybe seen as a ‘professional stranger,’ separate from the responsibilities
of the group being studied (Labaree, 2002); an outsider may more easily develop objectivity.
Advantageously, a teacher as researcher may gather data every day, all day long as opposed to
just a part of the day or only a few days a week as a regular researcher might. Because data
gathering can be almost continual there is a high likelihood that the ethnographer may acquire a
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highly meticulous, multidimensional portrayal of what is going on; thus triangulation occurs
(Herrmann, 1989; Stake, 1995). The disadvantage of this centers on time. The teacher as
researcher may have to make sacrifices to either their teaching or the research itself given time
constraints or other issues that may arise.
It is necessary to have time when conducting an ethnography. Accordingly, Herrmann
(1989) recommends at least a semester if not a year for the research. It requires a full-time
commitment which can be expensive, yet the teacher as researcher is in a perfect position
because they already have the context to conduct their research. The teacher as researcher may
gain a more substantial understanding of their teaching and the students learning than typical
teaching affords. Herrmann (1989) found through her ethnographic research that she had the had
more of an opportunity to really listen to what her students were saying. She learned when she
needed to change pace in a lesson, start new ones, change expectations, and modify her teaching
to individual students’ needs.
There are drawbacks to a teacher researching their class. Students may assume that the
teacher already knows what they know, and they won’t divulge what may be obvious to them.
That is information which students might share more openly with an outside researcher
(Herrmann, 1989). The teacher as researcher must face up to their own blind spots. Having an
insider status may create barriers hindering the ability to see all the features of the larger picture.
Insider/Outsider Status
There are two dual sides to being a participant observer, as mentioned earlier: insider and
outsider (Herrmann, 1989; Labaree, 2002). The insider is privy to the cultural norms of the group
being studied and has wider access as opposed to a researcher who has outsider status. It is
assumed that an insider holds in-depth knowledge, offering understandings otherwise
inaccessible to the outsider (Johnson et al., 2006; Labaree, 2002). Johnson et al. (2006) assert
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that access to knowledge may be severely restricted as an outsider. The participant observer is
able to uncover a new angle, a hidden meaning, or understanding not attainable by an outsider.
Advantageous of insider status is the facilitation of more extensive access when beginning
research, in terms of access to groups and vital information (Labaree, 2002). The participant
observer, as an insider could establish rapport with the group being studied, offering authenticity
of the research by the participants. Labaree (2002) also suggests that an insider can enlighten a
richer understanding and knowledge of experiences of their participants. The participant observer
and participants are engaged in a shared experience which tied to access informs the research in
more meaningful ways.
Conclusion
John Dewey (1916) believed that all students have a capacity for growth. The nature of
resilience, academic resilience, motivation, and academic achievement is developing a capacity
to grow, thrive, and succeed. In this literature review, an examination and synthesis of various
theoretical frameworks regarding resilience, need-supportive teaching, motivation, and students
with E/BD, and the arts, as well as empirical studies detailing how the frameworks were
measured. Resilience is operationalized as an ordinary process in which an individual bends but
does not break in the face of risk and adversity (Bowes & Jaffee, 2013; Kim-Cohen &
Turkewitz, 2012; Masten, 2001; Southwick et al., 2014). Academic resilience is thriving in the
face of academic adversity when there is a risk of poor performance due to stress and adverse
challenges (Cassidy, 2015, 2016; Pitzer & Skinner, 2017).
Under the framework of Self-Determination Theory (SDT), students are intrinsically
motivated to succeed when their basic psychological needs of autonomy, competence, and
relatedness are met (Reeve, 2016b; Ryan & Deci, 2000). autonomy-supportive teaching falls
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under this framework as the way students perceive their need behavior within the classroom and
school context (Stroet et al., 2013). Students’ perceptions of their learning environment are more
of a positive indicator of a positive, need-supportive environment than the environment itself
(Stroet et al., 2013). Within an autonomy-supportive environment, the student may be
intrinsically motivated to learn.
Students with LD may be a marginalized sample and whose voice is not always
recognized (Byrnes & Rickards, 2011; Nelson et al., 2004). Providing LD students with a needsupportive learning environment in a visual arts classroom context may help them achieve
academic success when they encounter stressors and challenges in their work environment. The
visual arts context is a place where students show what they know through performance-based
projects (Burton et al., 1999). In this context, students encounter different levels of stressors,
such as noise level and project complexity. When students with LD encounter these stressors and
challenges, they need to have the capacity to adapt, thrive, and persist in their academic work to
be successful. Providing opportunities for motivation and sustaining motivation over time is a
constant balancing act between interpersonal skills of teacher-student support and the selfdetermination of the students. All students have the capacity for growth, and they have the
capability to adapt and thrive in the face of adversity.
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CHAPTER 3
METHODS
Purpose of the Study
There is a gap in the research that focuses on motivation and resilience in fine arts classes
such as visual arts. While some literature speaks to arts-based instruction and resilience
(Malchiodi, 2015), there is little overlap with motivation. The purpose of this study was to
examine my practice of need-supportive teaching and investigate how it helped shape the
motivations and resilience of my fifth-grade students with LD. As it was the main focus of my
research, I was looking at my instruction and how modifications to it affect the learning
outcomes of my students. I utilized ABR and qualitative methods when interviewing students
about their progress. However, I employed the use of a reflexive journal to study the effects of
my teaching with these students. Conducting a self-study helped me identify the need-supportive
teaching practices that work best for my students and help me improve my practice.
While not explicitly clear in the self-study literature, it should be recognized that to
improve one’s teaching practice, and individual needs to change his/her ways of being a teacher
(Feldman, 2003). The question of how one knows their practice has changed and how to convey
it to others arises. Self-Study must be of value to both the researcher and others in the desired
audience (Feldman, 2003). Feldman (2003) affirms that this idea of needing to know leads most
self-study researchers to turn to the literary (narratives, autobiography, etc.) to document their
research. Engaging in reflexivity through writing can help individuals conducting a self-study to
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reflect on their practice by recalling situations and interactions as they move forward (Feldman,
2003; Jenkins, 2011; Watt, 2007).
Writing about self-study is only one-half of the coin; as Feldman (2003) points out, it
must be of value to others. Feldman (2003) provides four distinct ways to improve the validity of
one’s self-study. First, the researcher must provide a clear and detailed accounting of the data
collection and what constitutes data and why. Second, a clear and detailed description of how the
representation of data was constructed. Sharing with an audience about the rationale and the
detailed process behind the artistic representation of the data can improve validity (Feldman,
2003). Third, using multiple data sources to extend past triangulation, making it possible to offer
multiple ways of representing the study. Moreover, fourth, providing precise and detailed
evidence of the change in one’s teaching practice. This list is not exhaustive, but merely one way
to strengthen the validity of an individual’s self-study (Feldman, 2003).
Rationale
Learning is a cyclical process in which education aims to achieve the next level of
learning, and so on. My students with LD are inherently creative, though their previous
experiences in arts classrooms have stifled their drive; fostering a capacity for growth in students
with disabilities will help guide them towards achieving everyday resilience. Need-supportive
teaching allows positive interactions in teacher-student and student-student relationships,
building social and academic competence as well as supporting motivation (Reeve, 2006, 2016b;
Stroet et al., 2013). Need-supportive teaching is supported by SDT, which posits that a person’s
need to feel competent in actions and purpose, autonomous, and to feel related within their social
environment will build motivation to succeed. SDT positively affects need satisfaction, which
promotes intrinsic motivation and engagement (Stroet et al., 2013, 2015b). Need-supportive
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teaching may also be a way to promote everyday academic resilience and promote students’
capacity for growth. Everyday academic resilience involves the process where students
successfully encounter common stressors within the art classroom context, and complete tasks
and function normally, and experience academic success. According to the research, resilience is
an ordinary process in which individuals can successfully adapt (thrive/achieve competence)
despite exposure to stress (risk/adversity); (Masten, 2001; Masten & Coatsworth, 1998;
Southwick, Bonanno, Masten, Panter-Brick, & Yehuda, 2014). By supporting students’ need for
autonomy and competence within the context of high-quality relationships, needs-supportive
instructional strategies may help students successfully adapt to stressors in the classroom,
develop competencies and foster motivation, and experience everyday resilience. 5th grade is a
critical stage of development for children both socially and academically. The art classroom is a
unique context for students with LD to become stress-inoculated or exposed to moderate stress
that is not enough to hamper competence (Furrer, Skinner, & Pitzer, 2014; Panter-Brick &
Leckman, 2013). Students exposed to moderate levels of stress, which they can overcome, can
experience everyday academic resilience and help them transition to the next stage of adolescent
development.
While traditional research is epistemologically grounded in needing to explain, predict,
and sometimes control outcomes of future, similar events, arts-based research aims to enhance
perspectives. Arts-based researchers seek to address new and alternate ways to view educational
phenomena (Barone & Eisner, 1997). What cannot be known through traditional research may
come to light through the creation of narrative or visual imagery. The researcher can discover
unanticipated connections between the relationships created through the visuals and the elements
of experiences of the participants (Jongeward, 1997).
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Research Questions
1. In what ways does my practice of need-supportive teaching guide 5th grade students
with LD to meet learning objectives in art?
2. In what ways does my practice of need-supportive teaching promote motivation
among students with LD in art?
3. In what ways does my practice of need-supportive teaching cultivate academic
resilience among students with LD in art?
4. In what ways might my practice of need-supportive teaching be improved through
self-study?
5. What might I learn by creating visual portraits of my students?
Theoretical Frameworks
The theoretical frameworks that framed this study included Self-Determination Theory
(Reeve, 2006, 2016a; Ryan & Deci, 2000), Academic Resilience (Cassidy, 2015, 2016; Pitzer &
Skinner, 2017), need-supportive teaching (Stroet, Opdenakker, & Minnaert, 2015; Stroet et al.,
2013), and teacher as researcher (Herrmann, 1989). Ryan and Deci (2000) assert that when
individuals experience the satisfaction of three basic psychological needs (autonomy,
competence, and relatedness), they will develop deeper intrinsic motivation to succeed in their
endeavors. Cassidy (2015, 2016) and Pitzer and Skinner (2017) posit interpersonal resources
such as teacher warmth, structure, and autonomy support work with students’ personal resources
(SDT) to build motivational and academic resilience over time. The teacher as researcher is in a
unique position as an insider to conduct research at their school and in their classroom
(Herrmann, 1989; Johnson et al., 2006).
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In tandem with SDT, need-supportive teaching enables teachers to provide high impact
instruction while meeting the basic psychological needs of their students in the context of the
classroom environment to promote motivation and engagement (Stroet et al., 2013). My needsupportive teaching practices were the main drivers in this study, as it was these practices that
affect the motivations and resilience of my students. Teachers who provide autonomy-support
take the feelings and needs of the students into account while developing high impact instruction.
Autonomy-support helps provide a platform for students to share their voice in the instructional
process, and these students may display higher levels of engagement, intrinsic motivation, and
positive feelings of competence academically. It strengthens the teacher-student bond (Reeve,
2016a).
Academically resilient students are more likely to persist in the face of academic
struggles and achieve academic success. Students should learn more when they engage actively
in academic activities, deal constructively with challenges, and persist in the face of serious
challenges (Pitzer & Skinner, 2017). Classroom engagement, and therefore the learning
environment, aid in academic coping and building the skills necessary for building resilience to
stressful situations. High classroom engagement is dependent on teacher warmth, structure, and
autonomy support as well as meeting students’ SDT needs (Pitzer & Skinner, 2017). When faced
with challenges or setbacks, how students respond may determine how resilient they are in those
moments.
Research Design
The design took an instrumental case study approach (Stake, 1995), bound by the
research questions and the study participants, my students and myself. I argued that a case study
approach (Stake, 1995) was appropriate for this type of inquiry. Lincoln and Guba (2013) posed
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four fundamental questions concerned with the nature of knowledge. The ontological question:
“What is the nature of reality?” In a naturalistic paradigm there is the notion of multiple realities
(Stake, 1995) and the case researcher must navigate between his or her reality, that of the
participants, and that of the context being studied. The epistemological question: “What is the
nature of the relationship between the knower and the known?” The case study researcher has an
obligation to their case. They must be faithful to the norms they set and provide an ethical
safeguard for their participants. The case researcher cannot be separate from what they are
researching. The methodological question: “How does one go about acquiring knowledge?” The
case study researcher has a wide arsenal to go about acquiring knowledge; this arsenal includes
interviewing, observation, and document analysis (Simons, 2009). The axiological question: “Of
all the knowledge available to me, which is the most valuable, the most truthful? All data must
be interpreted. It is natural throughout the course of research to collect a plethora of data but not
use all of it. Emmerson (2011) writes that an ethnographer may make use of jottings to aid them
in the later writing of fieldnotes, however upon reflection, the ethnographer may opt to not use
certain jottings as they may no longer hold relevance to the research. This is an innate call of the
part of the researcher to know, or learn to know, what is most valuable or truthful to them.
Through the lens of naturalistic paradigm, as developed by Lincoln and Guba (1986), I
made several assertions. First, I acknowledged that there are multiple realities, my perceptions of
what is real in my classroom and of myself as an educator and the perceptions of my students,
what they perceive as real. In addition, there is another reality that is my classroom as a whole.
My case was bounded by the classroom and that reality must be taken into consideration along
with my own perceptions and those of my participants. Second, I acknowledged that I cannot be
an independent observer detached from my own research. The nature of qualitative inquiry
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suggests an interactive relationship between the knower and the known (Lincoln & Guba, 1986;
Stake, 1995). The nature of my reality is my teaching practice, how I delivered content and how I
interacted with my students. Epistemologically-speaking, I engaged with my students, but also
with myself in self-study. I firmly believe that all students can learn and that through needsupportive teaching practices students can flourish. I sought to and constructed knowledge
through arts-based research and qualitative methodologies. Methodologically-speaking I used
interviews, observations, and documents (Simons, 2009) as methods for this study. Here the
notion of multiple realities comes clearer into view because I was not only observing my
participants, but I observed myself as well in this self-study. Ultimately, axiology-speaking, I
wanted to know how my practice of need-supportive teaching shaped and impacted the
motivation and resilience of my students with LD. Through reflexivity and participantobservation I strived for verisimilitude in the data I collected.
I sought to understand the nature of my teaching practices and how they shaped the
perceptions of my students in my art class. I employed ABR methods to analyze the data I
collected from myself and my students when I gathered feedback from them regarding my
instructional methods and when I analyzed the data from my reflexive journal. Arts-based
research is the methodical use of artistic processes, a way of understanding and examining
experience by both researchers and participants in a study (McNiff, 2008b). The artistic process
includes all forms of the arts. As stated by McNiff (2008), the arts are data for research
investigations that take place in academic disciplines that use more traditional ways of collection.
As described by Barone and Eisner (1997), arts-based research (ABR) is an umbrella concept
with no one prescribed methodology but can take the form of narrative storytelling, visual arts,
performance, music, film, and poetry. Arts-based research requires an aesthetic vision to be
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sensitive to suggestion and pattern, as Sullivan (2000) suggests being sensitive for what lies
beneath the surface. A teacher-researcher perceives the dynamics of a situation, reading it with
fine attention to detail, noting the tensions and harmonies that are both at play and understanding
the nuances seen (A. M. Sullivan, 2000). Teacher-researchers observe the details of their
contexts, perceiving the relationships among and between the parts and the whole.
Due to the Coronavirus pandemic, the way we teach and the way we learn has become
drastically different from the norm. Our old “brick and mortar” institutions were closed for the
unforeseeable future, and many school districts across the country moved to online distance
learning (Hub Staff, 2020). The classroom environment was replaced with a virtual space where
teachers met with their students using conference tools such as Zoom, Google Classroom, or
Microsoft Teams. With these tools, teachers could “share their screens” with students to present
their content. We, as educators, faced many challenges in meeting the needs of all of our
students, especially students with special needs. Challenges included, but not limited to,
accessibility to technology, reliability of technology, loss of support structures, and inability to
accommodate students’ IEPs. According to the National Center for Education Statistics, fourteen
percent of all students in the public-school system receive special education services.
Special education teachers found difficulties in teaching and connecting with their
students for a variety of reasons (Tugend, 2020). Students in an adult transition class no longer
had access to the on-the-job training that is a necessary part of their instruction. Before the
outbreak, these students had a community component integrated within their instruction, a
component that now is gone (Tugend, 2020). Teachers of students with special needs found that
some students reacted poorly to the shift to distance learning. Students with autism, who rely
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significantly on social supports, did not handle the transition well socially or emotionally
because their supports were gone (Tugend, 2020).
Basic education students at all levels reported challenges as well ("Teachers and Students
Describe a Remote-Learning Life," 2020). Students reported feeling less productive while
learning their lessons or doing homework ("Teachers and Students Describe a Remote-Learning
Life," 2020). Other students felt difficulty in having to engage with content that was not being
actively taught by their teacher. For other students not having adequate access to Wi-Fi made
them feel anxious because they worried, they would not be able to join their classes or connect
with anyone ("Teachers and Students Describe a Remote-Learning Life," 2020). With this in
mind, I believed that need-supportive teaching practices would be beneficial for all students, not
just those with special needs.
Context and Participants
The context of this study was a rural elementary school in the Southeastern United States.
My art program is one of innovation. I taught a wide curriculum encompassing drawing,
painting, sculpture, aesthetics, appreciation, and art history. I constantly challenged my students
to come up with new ways to represent their ideas artistically. Because the work is performancebased I developed my program to showcase student work as often as I can within the school and
outside community. I was the co-administrator of a fine arts Facebook page where I showcased
students’ artwork from all grade-levels to share with parents and teachers what students are
currently learning about in my class. I maintained the feed every few weeks to display new
artwork and in-progress photos. I submitted my students’ artworks in many art shows within my
district including at the county fair and juried competitions as well as submitting work for
display around the district and in places where the community gathers. The largest representation
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came in April when I developed a school-wide art show in my classroom. I transformed my
classroom into an art museum, plastering the walls and some tables with 2D and 3D artwork
made by the students throughout the course of the school year. This art show was a culmination
of the great work that has been created and the hard work that the students have made. The show
was a part of my school’s Fine Arts Fair and all parents and community members were invited to
enjoy music from our chorus and view the artwork on display. I built up my program every year
leading to this one event to show everyone how important art is as a subject at my school. It is
within this context that I teach.
The participants were two students with LD and myself as the teacher of these students.
Both students are in the fifth grade.
Setting
Uncertainties fill the atmosphere. The COVID-19 pandemic had drastically altered the
educational landscape. I knew this heading into the 2020-21 school year. When I returned to
school, I found that I would be teaching both face-to-face (f2f) and online, not at the same time,
thankfully. I taught twenty-four f2f classes and six My School Online (MSOL) classes. MSOL
students meet once a week via Zoom. All f2f students had their own bag of art supplies, though
they were not allowed to share these. Anything that multiple students used, such as rulers or
markers, needed to be sanitized quickly and left to dry for at least ten minutes. My school family
helped me out by donating a bulk of their supplies for me to provide students with necessary
components (i.e., pencil, eraser, glue stick, color pencils, markers, etc.). At the time of this study,
I ran out of crayons and markers for new students coming to the school or transferring in from
MSOL. Each class had a personal storage bin. They were labeled appropriately and stored in my
back room, on two tables, separated by days. Space was also a concern with appropriate
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distancing measures in place. The largest class I had was twenty-four students, and my capacity
this school year was twenty-five. I felt apprehensive every time we enrolled a new student.
The f2f students and MSOL students followed the same curriculum, so they learned the
same content at the same time. No specials teacher would be teaching f2f and online at the same
time because of the schedule. Every week MSOL students would join my Zoom, where we went
through the week’s pages of content. The curriculum was challenging because there were only
three graded assignments each quarter, so I asked for all weekly work to be emailed to me
through Canvas. This way, I knew which students were making their way through the modules
and keeping up week to week. Not every student in the MSOL classes was responsible enough to
send me their work. However, most students and parents did their part in making sure the work
was completed.
In the f2f classes, we had students who had to go into isolation at home because
experienced symptoms of COVID-19. We seemed to get an email almost daily with a list of
students’ names, and when they could safely return to school. We also endured a few positive
COVID-19 cases, in which quarantining an entire class was necessary. When a class or student
goes into quarantine, they immediately enroll in MSOL to avoid missing any learning. I simply
set up a new Zoom call during that class’ time in the schedule. Still, some students missed out on
instruction because they could not log on at home. For these students that cannot or do not login
at home, I became frustrated because if and when they would return to school there might not be
enough time to make up work given how the curriculum is paced.
There was less room for creativity this year because of the prescribed curriculum I
followed. However, despite the restrictions, I found more instances of creativity to explore.
While the curriculum had a great deal of useful information about artists and art styles, it was not
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always practical when students cannot use shared supplies. Additionally, it was not always aged
appropriately in its content. Due to the way the curriculum was organized, the expectation was
for weekly work to be completed every class time, which was not always feasible when I only
had forty minutes of Art time. Some students took more time or needed extra time to work on
and refine their work. During the first quarter of this school year, I was very rigid in following
the curriculum strictly. During the second quarter, I found ways to teach the content but
introduce it in different ways for my f2f and MSOL students. I was able to do my tinfoil mask
project with 5th-grade. Following the curriculum, I still taught my students about geometric
shapes and symmetry; I changed the project to something that sparked their interests. I discussed
this project a little more in detail later.
Data Collection
Data included my reflexive journal, my artwork, observations, participants’ artwork, and
student interviews. As a way to document my self-study, I kept extensive fieldnotes and used a
reflexive journal to keep clear and detailed notes about my interactions with and observations of
my participants, individually and in small groups, while they were in the art class. I also recorded
anecdotal data, such as the instructional delivery and need-supportive strategies I employed
during each lesson. Interviews were audio-recorded, and I utilized a transcription service,
Rev.com, to transcribe the interviews verbatim. In my reflexive journal I kept an accounting of
formal and informal observations I made with my participants as well as the daily conversations
I had with them, going beyond the conversations generated by interviews. Formal and informal
conversations with my students about concrete issues, such as their artwork, in this study helped
foster an air of trustworthiness to my data. They also added to the thick description (Stake, 1995)
in the analysis as I created a vicarious experience for the audience (Simons, 2009; Stake, 1995).
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I carried out the data collection and analysis of this inquiry in a systematic manner. Over
four months, I conducted both formal and informal observations and interviews with my student
participants when they had art class. Each class period was forty minutes long. Given the large
class numbers that I taught, observing my participants for an extended period was not feasible;
however, I was able to carve out five to ten minutes at a time to observe how they worked and
how they interacted with myself and the way I taught. It should be clear that I could not act as a
detached observer. I was not “independent of the observed phenomenon” (Emerson et al., 2011,
p. 4). With that in mind, it is not enough that I observed my students at work, I had to interact
with them on some level, acting as stimuli and observing their reactions to me. I wrote
“descriptive field notes” (p. 5). Not merely a process of genuinely gathering the specific events
as observed and heard, but to also include my perceptions and interpretations in the field and
comparing and contrasting these phenomena with similar events. Writing down initial
impressions in field notes helped drive the thick narrative description needed to portray a
vicarious experience. Impressions such as what type of day it is, the atmosphere of the
classroom, right down to my perceptions about students’ attitudes undoubtedly helped the flow
of the fieldnotes I wrote. Writing fieldnotes systematically can help to capture the setting by
focusing on how “routine actions in the settings are organized and take place” (p. 27).
Emerson et al. (2011) recommends the use of jotting during observations as a way to
quickly put down a scene, action, or conversation to be explored later in fieldnotes. By jotting a
field researcher may jog their memory of an instance in the observation at a later time when they
sit down to write their notes (Emerson et al., 2011). Knowing this, I carried my journal with me
to record jottings of incidents, instances, and conversations that I saw as significant.
Observations allow for capturing the experience of participants who may not be able to articulate
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their experience fully (Simons, 2010). Seeing or hearing something significant needs, almost
explicit attention to and would require me to analyze what is happening while still in the field
(Emerson et al., 2011). Talking through a situation with students can help analyze the
phenomena.
From jottings, I extended them into more detailed descriptive data while they were still
fresh in my head. Along with the descriptive, I wrote “asides” (Emerson et al., 2011) to capture
what I think the data means.
“Asides are brief, reflective bits of analytic writing that succinctly clarify, explain,
interpret, or raise questions about the specific happening or process described in a
fieldnote” (p. 80).
Using a T-chart, listed my descriptive data on one side and the asides on the other. For more
interpretive reflections, I wrote “commentaries” (Emerson et al., 2011) at the end of my
fieldnotes for each day. In writing commentary, the case researcher is reflecting on the day’s
experiences, “selecting important, memorable, or confusing issues to raise or explore” (p. 83).
Emerson et al. (2011) recommend beginning with questions like “What did I learn today? What
did I observe that was interesting or significant? What was confusing or uncertain? Did
something happen today that was very different from what I previously observed?” (p. 83).
In addition to these observations, I used, as data, formal and informal conversations with
students. These conversations were about their evolving work in art or merely a “hey, how are
you doing” question. Conversations can serve as rich data for a researcher. Emerson et al. (2011)
also recommended the use of recording dialogue of a conversation written into fieldnotes. Using
indirect quotations may help to sustain the flow of the earlier conversation. These conversations
provided for concrete ways students can think about their art in terms of motivation and

88

resilience. I assumed that informal conversations might be beneficial to me as and my needsupportive practice as just being friendly and engaging with my students would soften their
guard and make them more comfortable in my presence.
I rounded out the data with formal, semi-structured interviews, student artwork, and my
own artwork. Artwork took the form of any ABR method the participants wished to use, such as
narrative, poetry, visual, or any other art form. As a culmination, once all the data was collected
and analyzed, I synthesized my findings into artworks based on my participants and what I
discovered about them. Making art includes a process of inquiry and a process of creating
meaningful forms (Jongeward, 1997). Understanding this is a requirement to appreciate the
utilization of artistic experience to inform educational research. Creating visual portraits during
data analysis helped to convey the integrity and the diversity of my participants’ experiences in
my art class. Making portraits was a means for me to maintain my connection with artistic and
intuitive ways of knowing as well. As a researcher, making art helped me further develop
abilities to observe, make better attention to details, and make more discoveries about
relationships. Making visual portraits provide ways to connect with, represent, and give meaning
to the experiences of the study participants (Jongeward, 1997). A researcher needs to be sensitive
toward his/her participants, have empathy, and be tolerant of ambiguities as they play an
essential role in the process and outcomes of research (Jongeward, 1997). For me, as the
researcher, making the visual portraits helped me to explore and represent my understandings of
my participants and what their motivations were in my art class.
Jongeward (1997) identified five key ways making visual portraits can benefit the
research process: 1) integrity of the researcher as artist/artist as a researcher; 2) coherence
between visual portraits and the research as a whole; 3) intimacy of relatedness between
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researcher and participants; 4) complementarity of visual portraits and data analysis; and, 5)
complementarity of visual portraits and participant profiles. Concerning these, Jongeward (1997)
reported maintaining a connection to her intuitions, feelings, and personal awareness. As a result,
she felt a rise in her energy through the creative process of moving towards more truthful
artworks. Making visual portraits enhances reflexivity as the researcher may be able to mirror the
participants’ feelings into the artwork. There is a complex merging of the impression of the
researcher’s experiences with the participants. A deeper connection between the researcher and
participants may form. Making art can be a way to capture subtleties and find hidden
relationships, therefore seeing the participants wholly as individuals. Finally, making art can help
a researcher to discover and communicate their understanding of the participants’ experiences.
Jongeward (1997) found that employing narratives to accompany the visual portraits highlighted
and expanded upon critical themes in her research.
Interviews
I conducted two formal, semi-structured interviews for this study, two for each student
participant. A semi-structured format allowed me to ask specific open-ended questions while
allowing respondents to elaborate further in newly constructed areas. Simons (2009) states that
sometimes structured interviewing at the end of the conversation can help fill gaps, check
hypotheses, confirm themes, or corroborate data (p. 48). I used the structured format to gauge
what my participants’ perceptions were, based on a specific set of questions I asked. The
interviews lasted no longer than forty-five minutes at a time. The first round of interviews was as
Rapley (2001) described as an interview-data-as resource. Meaning, I was looking for the
participants’ reflections of their reality outside of the interview. I also audio recorded the
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interviews while taking notes at the same time. While listening to the playback of the interviews,
I took more notes so I could better understand what it was that my participants were saying.
The interviews were meant to gather my participants’ perceptions of their level of
motivation in my class. Having adapted the questions from the Intrinsic Motivation Inventory
(Ryan, 1982), my interview consisted of sixteen questions broken up into seven components:
interest/enjoyment, perceived competence, pressure/tension, effort/importance, perceived choice,
value/usefulness, and relatedness. My hope was for these interviews to be in-depth and less
conversational (Simons, 2010). I wanted to find out what was exactly on the minds of my
participants and to explore emergent themes that arose. Given the fluidity of in-depth
interviewing, I acknowledged that the interviews might change direction at any given time due to
a topic being probed further or a response needing further clarification (Simons, 2010). While
this connotes an unstructured format, I still wanted some level of structure in order to steer the
conversation back to the given topic should too much of a digression occur. While I intended to
audio record the interviews and use a transcription service later, Simons (2010) offers the advice
of real-time notetaking while the interview takes place. Purposes for this include immediate
recording thoughts about what was just said and the safety precaution of technology failing at the
most inopportune of times. Stake (1995) further recommend that a researcher become skilled in
writing shorthand notes and using member checks to gain further clarification of meanings that
arise during the interview and observation process. The second round of interviews were indepth (Simons, 2009), and their purpose was to probe further the meanings that were constructed
from the previous interviews and participants' artworks. With in-depth interviewing, I was able
to find out precisely what is on my participants' minds, as they were presented to me. When the
participant answered a question in a certain way, the interviewing strategy allowed for both me
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and the participant to "identify and analyze issues" (p. 43). Listening without interruption for a
few minutes while the participant is responding to a question and then restating the key concepts
stated are ways in which Simons (2009) recommends conducting in-depth interviews. A strategy
to follow in both rounds of interviews is to "produce a topic-initiating question" and then
following up the answer by issuing a follow-up question about the topic (Rapley, 2001). In
creating a format such as this, I directed where I wanted like the participants to focus; however, I
allowed for the possibility to "gain very detailed and comprehensive talk" on the directional
focus (p. 315).
The interviews lasted no more than 45 minutes. After I conducted the interviews, I looked
at and analyzed data that included the students’ social histories, which are written by the school
psychologist, located in their cumulative folders.
Interview Questions
The following questions refer to a student’s interest and enjoyment in a learning activity.
1. In what ways do you enjoy art class?
2. What makes your work enjoyable?
3. Do you find the projects you work on interesting? Can you give me an example of a
project or projects that you found to be satisfying and interesting?
a. What made that/those projects satisfying and interesting for you?
The following questions refer to how a student perceives his/her competence regarding a
learning activity.
1. How do you know you did a great job on your artwork?
a. Can you think about a specific project where you felt good about what you
were doing?
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b. Can you provide an example of when you did not feel good about completely
an art project?
2. Are you happy with the artwork you create in your art class?
a. How do you know you are happy?
The following questions relate to whether a student feels pressure, tension, or comfort in the
classroom setting.
1. Can you describe how you normally feel in art class?
a. Why do you feel this way?
b. Is there ever a time when you do not feel this way?
The following questions refer to how much effort a student makes on their learning activity and
how much importance they place on it.
1. How important is it to you that you try your best?
2. Which project did you work on in art class where you did your best effort?
a. What happened that made that project so special?
3. Think of a time when you did not try your best to complete your artwork?
a. Do you remember why that was?
The following questions refer to whether students believe they have a choice in how the learning
activities are designed and/or how they are executed.
1. Do you have a choice in how to work on your projects in art class?
2. Why do you complete your artwork?
The following questions refer to how much value a student places on their learning activity and
the work they produce.
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1. Can you think of a time in art when you wanted to do a type of project again in your
art class?
a. What happened that makes you feel this way?
2. In what ways do you believe art can help you with other things?
The following questions refer how students feel in their classroom setting and how they feel in
relation to their peers and their teacher.
1. Do you feel like you can trust your classmates in your art class?
a. Why is that?
2. How safe do you feel in your art class?
a. In what ways do you feel safe?
3. In what ways do you trust your art teacher?
Adapted from the Intrinsic Motivation Inventory (IMI) (Ryan, 1982).
Second Interview
1. On a scale from 1 to 10, with 1 meaning I’m not ready at all, and 10 meaning I’m ready
to do it right now, how ready are you to jump into a new art project?
2. Okay, why didn’t you pick a lower/higher number?
3. What might it take to make it a higher number?
4. I want to talk specifically about motivation. Motivation is what cause us to act. For
instance, you might get a water bottle to reduce thirst, or I would color new artwork
because I want to see my skill improve. Motivation is behind everything we do.
5. When you start a new project in art, how do you feel? Do you feel excited, nervous,
happy? In what ways do you feel that?
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6. When you hit an obstacle in art what is the first thing you want to do? What might you
need for improvement?
7. What do you like about school?
8. Tell me about a time when you were really excited about doing something. It can be
something about school or not. What was it? What made it exciting for you? Did you feel
satisfied?
Data Analysis
I used constant comparative analysis (Richards, 2019) to code the transcribed interviews
to identify themes that emerged from the text. I read the transcripts one by one, line by line, and
labeled relevant words, phrases, sentences, or sections. These labels came to be about actions,
concepts, opinions, or processes that I saw as relevant. Relevance comes through repetition,
surprises in the transcripts, something the study participant has explicitly expressed, or
something I came across in the text. Next, I analyzed the labels and made connections, kept and
categorized some labels, and dismissed others. I then broke the labels into themes and named
them for further analysis, then described the connections. The categories and connections were
the main results of the study.
I analyzed my reflexive journal using Feldman’s (2003) list of ways to improve the
validity of a self-study. Using his four points, I wrote a reflection for each one and how I
addressed them in my journal. I employed a similar method to the analysis as well as the with the
interviews. I read and reread the sections of my journal looking for themes and writing
reflections about the themes, citing examples of overlap between what was written about the
participants, what they drew or wrote, and what they said in the interviews.
The participants created artworks based on five prompts: 1) What does it feel like to be in
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this art class? 2) What is your favorite part of art class? 3) How do you feel when you are not
successful in art class? What do you do? 4) In what ways do you bounce back, and what do you
do to make yourself successful in your art class? 5) How do you feel when you bounce back? I
analyzed the participants’ artworks based on criteria outlined by Leavy (2015). To ensure
verisimilitude, I met with the participants after the data collection to ask them to explain their
submissions and why they made specific choices.
At the end of the day, I sat down at my computer and typed my full field notes from the
day. Referring to my jottings and any other notes I took, I systematically typed down everything
that occurred to the best of my knowledge. Stake (1995) also speaks to correspondence,
searching for meaning through patterns, “for consistency, for consistency within certain
conditions” (p.78). He explains that because we are trying to understand a case, we analyze
observations and text with a perception of correspondence. Direct interpretation can occur when
we look for patterns and ask questions like, “What did that mean?” Direct interpretation means
taking something apart and looking at it more closely and then putting it back together again to
make meaning. In writing and analyzing my fieldnotes, I looked for patterns and themes, and I
employed direct interpretation to make sense of the data. Writing fieldnotes, I “created scenes on
a page” by selecting significant accounting of what occurred earlier (Emerson et al., 2011, p. 46).
Scenes represented my perceptions of the phenomena I observed, my memories of a snapshot in
time. Composing fieldnotes requires working strictly from memory (Emerson et al., 2011).
Scenes included using specific dialogue from the participants and myself. Using direct and
indirect quotations, I illustrated a scene in further detail to “convey back and forth conversation”
(p. 63).
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Table 1. Research Questions and Data Collection Methods
In what ways does my practice of needsupportive teaching promote success among
5th grade students with LD in art?

Student interviews, students’ ABR methods,
teacher reflexive journal, visual portraits

In what ways does my practice of needsupportive teaching motivate 5th grade
students with LD in art?
In what ways does my practice of needsupportive teaching cultivate resilience
among 5th grade students with LD in art?

Students’ ABR methods, student interviews
Students’ ABR methods, student interviews

In what ways might my practice of needTeacher reflexive journal
supportive teaching be improved through selfstudy?
What might I learn be creating visual portraits
of my students?

Visual portraits, teacher reflexive journal

Quality Criteria
How do we apply rigor in a qualitative study? In quantitative research, rigor is measured
by internal/external validity, reliability, and objectivity. These are considered the conventional
paradigm, and Lincoln and Guba (1986) suggest a sort of trustworthiness criteria is needed to
measure rigor in a qualitative study. These are credibility, transferability, reliability, and
objectivity (Lincoln & Guba, 1986). To ensure credibility, I kept extended contact with my
participants, recording and transcribing my thoughts for my journal. Through this prolonged
engagement I sought to identify any distortions that might have arisen in the study. Triangulation
also ensures credibility. My usage of interviews, a reflexive journal, and arts-based methods
provided a more holistic view of the research inquiry. Finally, I employed member checking with
my participants to ensure what they stated in interviews was their truth, and the drawings they
produce were their truths.
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Transferability can be attained through what is known as a thick description. Stake (1995) asserts
that in order for a naturalistic generalization to be made, the researcher must develop a rich
narrative through which providing an “opportunity for vicarious experience” (p. 86).
Descriptions need to be personal and describing the sensory experiences of the researcher and
participants. I strived to make it clear to the audience what the bounds of my study looked like, I
provided a vicarious experience for them, and that only comes from thick descriptions of what
went on. Finally, I had biases because I am not only the researcher but the teacher in the class as
well. How did I acknowledge my bias? Honesty in my reporting and full transparency.
Interviewing myself was a strategy I used. In a self-interview, I gave a trustworthy accounting of
what is going on in the classroom and with my students. Lincoln and Guba (1986) suggest the
requirement of an external audit, in which a non-biased third party reads and examines
documents for accuracy and truth to help ensure dependability and credibility. This is a way of
evaluating the trustworthiness of the inquiry by examining the data analysis and the researcher’s
understandings, deciding whether the findings accurately represent the data (Miller, 1997).
Limitations
Students might have been unwilling to share their truths. In interviews, students might be
reluctant to share what their accurate perceptions are. Students might not fully understand the
concept of motivation; therefore, a more straightforward definition needed to be employed.
Student artworks are subjective. I could not remember everything accurately when I recorded it
in my journal. Another limitation is hermeneutic considerations. Hermeneutic considerations
posit that other researchers may interpret the data differently based on their worldviews,
perspectives, and pedagogies. Finally, I was the teacher and researcher; therefore, I had a certain
level of bias.
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Delimitations
Due to the small sample size of students with LD at the participating elementary school,
only two participants will take part in the study. Due to the qualitative nature of the inquiry, I
adapted the Intrinsic Motivation Inventory survey, a quantitative instrument, into an open-ended
interview format.
Summary
I sought to examine my practices of need-supportive teaching and instructional methods
and how they shape the perceptions of two students with LD about their learning environment in
their art class. I employed qualitative and arts-based methods in this study. In this section, I
restated the theoretical frameworks I used to frame this study. I explained the methodology and
research design in greater detail, as well as the analysis I conducted. The data collected for this
study included the transcription of the audio-recorded interviews, artwork created by the
participants, my reflexive journal, and arts-based artworks I created. The analysis was conducted
through constant comparative analysis to code the data and identify themes, and the artwork was
analyzed based on criteria by Leavy (2015).
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CHAPTER FOUR
THE STUDY
Because this dissertation is a self-study, I have had a significant amount of time to think
about and reflect upon my teaching. My practice of need-supportive teaching informs instruction
and, therefore, how it affects students in my classroom. I have been keeping a reflexive journal
where I write down jottings (Emerson et al., 2011) and full passages about what I experienced
with students on any given day. Jottings allowed me to write quick notes, words, or phrases that I
returned to later in the day to write full passages. I have recorded my frustrations, joys, and
successes and will implement these themes as I continue to write this chapter. While I am the
leading participant of this study, I also have two student participants. They help me fully
understand how my instruction affects their learning, motivation, and resilience in my art
classroom. These students have sat down for two rounds of interviews and consented to draw
some artwork based on prompts. I interwove their stories within the narrative. Finally, I will
conclude with some wonderings that I had as I neared my study’s conclusion.
Keeping a reflexive journal is making me think about things in more profound ways. I
provide the same level of support across the board, adjusting it according to individual needs. I
do provide students opportunities to experience autonomy, and I do my best to make them feel a
sense of belonging. That fosters motivation. Resilience happens as well. I have students who
struggle a fair amount in my class and sometimes need to restart their art by getting a new paper.
In most cases, students need to restart their work, either by getting feedback from their peers and
coming back to their work better than before.
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As stated in previous chapters, the purpose of this study is to investigate how my practice
of need-supportive teaching supports and promotes students’ motivation and academic resilience
in art class. In this study, I utilized a personal, reflexive journal to record the events of my selfstudy. I also added an ABR component with two student participants in which they and I created
artwork for this research. In my journal, I wrote about my interactions with students and whole
classes. I shared my thoughts and feelings and how they related to my teaching practice. When I
reference the journal entries later, I removed the students’ names and replaced them with
pseudonyms.
My research addresses five questions:
1. In what ways does my practice of need-supportive teaching guide 5th grade students with
LD to meet learning objectives in art?
2. In what ways does my practice of need-supportive teaching promote motivation among
students with LD in art?
3. In what ways does my practice of need-supportive teaching cultivate academic resilience
among students with LD in art?
4. In what ways might my practice of need-supportive teaching be improved through selfstudy?
5. What might I learn by creating visual portraits of my students?
My targeted population are students in the 5th grade, with disabilities, specific learning
disabilities. The 2020-21 school year presented many challenges, including the placement of
students who receive special education services. There were not enough 5th-grade students
receiving special education services who were in school and not online. After a brainstorming
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session with the ESE facilitators at my school, I selected two 5th grade boys who received special
education services for speech. I will explain more about them later.
Through coding methods, I combed through 16 personal journal entries and four
interviews with my student participants. I created a series of deductive codes as I read and reread
my journal entries. I developed codes based on feelings and situations that arose in my journal.
The codes developed into the major themes in this study. “Frustration/Fears” was related to how
I was feeling apprehensive or unsure about my work. When I found myself writing about
connecting with students on an emotional level, I created an “Empathy with Students” code. In
the text, I found good things happening in the classroom, such as students understanding the
content, showing creativity in their work, or just responding well to my instruction. I created a
code titled “Successes in Teaching.” I then clustered these open codes around points of
interception through axial coding. “Frustration/Fears” also included my feelings about teaching
in these different times and became subsumed under a larger code “Teaching in a Pandemic.”
“Teaching in a Pandemic” permeated throughout my journal. Eventually, I had “Empathy”
become subsumed under another more extensive code, “Listening to Students.”
After I present the data, I will analyze each theme. In the below figure, I list out all my
codes and descriptors and where they coincide with the research questions. Question five refers
to the visual portraits I created about my student participants. I will write about the portraits later.
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Table 2. Deductive Coding System
Descriptors

Codes

Fears, doubt, apprehension about my
teaching; Worries about not being effective;
the pandemic; frustrations with students.
Listening to students and connecting with
them emotionally; interpersonal relationships;
counseling.
Giving students options about how to create
their Art.
Moments where things went right in teaching;
students understanding the content, feeling
competent in their work; good things
happening in the classroom.
Students are really getting into their work,
showing motivation.
Showing academic resilience in work.
Students are respecting each other and me.

Frustration/Fears
Teaching in a Pandemic

Links to
Research
Questions
Question 1

Empathy with Students
Listening to Students

Question 1

Choice

Question 1

Successes in Teaching
Listening to Students

Questions 1-3

Motivation to Learn

Question 2

Resilience in Action
Caring and Support

Question 3
Questions 3-4

Themes and Examples
Frustration/Fears. I felt a great deal of fear and trepidation heading into this school year
and in the first semester. I found that I wrote several times about my fears of teaching and
frustrations I was feeling about certain students or situations. I developed a deductive code titled
“Frustration/Fears” for these journal entries. Anytime I wrote about these feelings, I attached the
frustration/fears code to the sections.
Example One: Journal One, October 8, 2020
I was not a need supportive teacher this morning. In fact, I have been struggling as of
late. Many factors are at play. Chiefly, teaching in a pandemic has dramatically altered
the teaching landscape. I find myself teaching from a prescribed curriculum purchased
from the district, sight unseen, and I am teaching both f2f and online. At times, I am

103

stifled by the curriculum that my district has purchased. It is not always age-level
appropriate.
Example Two: Journal Five, October 26, 2020
With one student, I was so focused on making sure everyone was on-task that I neglected
to notice that he was off-task until class was almost over. He never received his supply
bag because, I guess, he never heard his name called by the student helpers. What
bothered me was his lack of responsibility to say anything about it. He is in 4th grade and
should speak up; instead, he sat doing nothing at all.
Example Three: Journal Ten, November 2, 2020
Am I genuinely effective? I know that I am because I have students who show me that
they understand the concepts I am teaching by creating successful artwork. I see it
happening, so I know that I am effective with some classes though I just do not know. I
realize that all students are different, and no matter how cool or interesting I make a
lesson, not all students will positively respond to it. It feels disheartening at times. In
some cases, am I being need-supportive enough? It focuses on the social context of
learning, and it is grounded in SDT. Do I provide enough emotional support to all of my
students or just the ones receptive to my teaching?
When I stop and think about these three entries, I am reminded that I am not perfect and
that I make mistakes and do not reach all students simultaneously. I am frustrated by the
curriculum. I feel that most of the content is more appropriate for older students, like high school
or even college. I am frustrated that it was purchased without any art teachers having a chance to
look it over first. Finally, I have fears that I am not effective; writing about these fears forced me
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to confront these issues I was having and helped me see that they are not always rational. This
different teaching landscape has impacted me on a psychological level.
Empathy with Students. The next deductive code, empathy with students, was borne out
of writing where I discussed interacting with students on a deeper, emotional level. Most
students are not artists with talent, they struggle and have fears about their own work. I find that I
must be vigilant with these students, so they don’t feel like giving up in class. The “Empathy
with Students”’ code came to be associated with these types of journal entries.
Example One: Journal One, October 8, 2020
Perhaps my instruction to third grade has softened. I have been doing much empathizing
with students. Saying things like, “I understand your frustrations.” Alternatively, “I know
this is hard, but I have faith that you can do this.” The need-support is coming out in my
younger grades more. Just now, in fact, telling a student it is okay to make mistakes. If
we do not mess up, we would not know we had to improve, nor would we get better.
Example Two: Journal Two, October 9, 2020
So, I had a moment where one of my boys, Christopher, asked if he could use markers to
color his landscape. I responded by saying, “Oh, no, buddy! We are painting today.” He
was disappointed because he had brought the markers in special. Though, I think that by
showing empathy, he was able to self-regulate his emotions from feeling disappointment
to being comfortable with what I needed him to do.
Example Three: Journal Three, October 14, 2020
Had a conversation with a student this morning. He would not paint, no matter how I
pressed. Finally, I walked over to him and knelt in front of his table. I asked him, “Talk to
me, what’s wrong?” It took a little while for him to respond. Basically, he did not want to
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finish a painting because he was afraid of screwing up (his words). I told him that making
mistakes is a natural part of art. We must make mistakes in order to learn. I told him
about a color piece that I am working on, a Batman and Superman cover that is taking a
very long time to complete. Well, the point is, I told him that I reworked the skin on
Superman’s face four times, the blue of his costume eight times, and I am working on the
5th revision of the red and his cape. I told the student that mistakes have to happen for
artists to grow. I went further and said to him that I would rather see him make a mistake
rather than not try at all. I think I got through to him. There was not enough time left for
him to get his supplies and start, so I gave him a pass on this project. Hopefully next time
will have a better outcome. Need-supportive teaching is essential for virtually all
students.
As a faculty, we embarked on a professional development journey into social-emotional
learning (SEL) last school year. From the start of the PD, I focused on empathy as a critical
trigger to elicit positive relationships with students. I do not have to say again how trying this
school year is with all of the restrictions, but I think my practice of empathy has helped many of
my students cope with the difficulties we faced thus far. Need-supportive teaching is grounded
within the social context of learning, and inside of that, it thrives on strong interpersonal
relationships. These interpersonal relationships I built with these students has been strengthened
by my use of empathy as a tool to reassure students when situations become difficult to manage,
i.e., struggling with working on an artwork or having to scrap their work and begin again with a
new paper.
Whether I am teaching in a pandemic or not, I have students who are just unwilling to
take risks on their artwork. One student would not paint no matter how I pressed him.
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Ultimately, I knelt before his table to ask what is going on. “Talk to me,” I said, “what is
wrong?” I gave him time to think about his answer, and he finally told me that he did not want to
“screw up” his work by painting it. Because he would not paint, he thought he could not
eventually fail. Clearly, at this moment, I knew I was dealing with a student who had a fear of
failing. I encountered students who would not proceed because they feared making some
catastrophic mistakes and failing, not realizing that they were failing because they would not
continue.
To get through to this student, I explained a situation I was dealing with my art. I color
comic book artwork as a hobby because it feeds my passion and helps keep me relaxed. I said
that I am not immune to failing because I make stupid mistakes when I color. I told this student
about a color piece I was currently working on and how I colored, scrapped, and started over
different sections of one character. Each time I worked, it just did not come out the way I
wanted. Despite making mistakes, I continued because I saw this piece as a challenge and needed
to follow through with it. “Mistakes happen, and we are going to make them,” I said. “It is how
we grow as artists.” Unfortunately, the class ended before I could see what he would do after this
little talk. I waited a week to see the impact of what I said. I thought, though, that needsupportive teaching is virtually vital to all my students. A week passed, and it seemed that my
pep talk with the student worked. His class began designing the tinfoil for the mask project. This
student put extra effort into his design, making sure that he was using geometric shapes and
made them symmetrical. He even incorporated designs he saw from example masks in the
introductory video I played.
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Choice. I wrote a few times about choice in my art classroom, whether it was giving
students opportunities to express themselves through different media and techniques or offering
alternatives to production of artwork. For these instances I developed the deductive code
“Choice” as it developed into a theme in my work.
Example One: Journal Two, October 9, 2020
“Abstract painting really changed the atmosphere of the class. Students have become
more engaged and interested in their tasks. I say, ‘I really like how you are interpreting the colors
on your landscape.’ Positive praise is going a long way in how the students are working.”
Example Two: Journal Five, October 26, 2020
“With one student, this morning, I offered him a choice in how he wanted to represent his
building design. Another student I challenged to think outside the box and create a taller building
next to his shorter one and connect them with a bridge. I believe I saw more creativity in how
they both produced their building designs.”
Choice is a potent element in a teacher’s toolkit. For me, providing students with choices
for how to represent their art has helped jumpstart creativity in many students. Dewey (1938)
equated choice to be “freedom with power” (p.67). He went on to say that it is importance that
the learner be in participation with the formation of purpose directed within the learning activity
(Dewey, 1938). Dewey states that there is an imminent failure on the part of the educator if
choice is not given to his or her students. The landscape paintings I wrote about in Journal Two
proved to be a great example of how giving my students a choice could work well. Instead of
telling students that they had to paint their landscapes realistically, they could paint in whatever
style worked best for them; I saw a class full of extremely creative paintings.
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Suddenly, paintings beautifully filled with colors in non-traditional ways. Blues, greens,
and violets filled up the skies. Traditionally gray PE courts are now teeming with color made for
outstanding paintings. Students even experimented with dry brush techniques, which I never
taught, to add various textures to their paintings. Students immediately became more engaged in
their tasks. I made statements such as, “I really like how you are interpreting the colors on your
landscape!” Choice and positive praise go a long way in motivating how students work on their
art. I was never prouder of what my students could produce.
Giving a choice in how students may work on their projects is powerful, as demonstrated
in the above abstract painting example. When teaching architecture, I offered students the choice
of architecture types to draw, geometric, organic, or both in their building designs. I showed
various examples of traditional and non-traditional architecture forms from architects like Mies
van der Rohe and Frank Gehry. I taught how these architects used geometric forms as their base
helped students conceptualize their buildings. Gehry’s design of the Walt Disney Concert Hall
was incredibly inspiring because of Gehry’s use of organic forms in his construction. For my 4th
graders, who had never shown great aptitude for art before, I saw innovative building designs in
different shapes and colors.
Successes in Teaching. Because this school year has many difficulties attached to it, I
felt it important to address things that went very well in my classroom. I developed the code
“Successes in Teaching” to highlight these moments. I used this code when I wrote about
instances of successful teaching in either F2F or online classes. I used it when I described
students having a-ha moments, or when I was able to have students who normally work at
average levels to exceed in their work. In reading and rereading my journal entries, I realized that
there was much to celebrate.
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Example One: Journal 2, October 9, 2020
Online with a 3rd grade class over Zoom went a little easier. I used one student’s finished
gesture sketch as an example, with his permission, of course, and that seemed to be
enough for most students to understand what I needed them to do. After everyone else
left, I worked with one boy and offered him feedback on his sketch from last week. I
think he gets it now.
Example Two: Journal 4, October 21, 2020
I remember what one student said to me last Friday. He told me that he really did not get
art at his old school and liked it here. The reason, he said, is I allow him to express
himself. I think that is a true statement for most of my kids. Another student said her
mom really liked her Stella artwork, and the student thanked me for its opportunity. Truth
be told, her final piece was outstanding, but I fostered her creativity and the motivation to
do the best work she could do. That is what it comes down to motivation.
Example Three: Journal 6, October 27, 2020
It is difficult to teaching art online. So much gets lost in translation. Today, however,
went very well. We learned about African masks. It fit beautifully with the current unit
on shapes, where students are learning about geometric shapes and symmetry. In the
physical face-to-face classes, 5th grade is working on tinfoil masks. I obviously cannot do
a 3D project online, so I am making it 2D with a mask template that students must print
out and draw symmetrical geometric shape designs. I wanted my 5th graders to have the
tinfoil mask experience, so I found a way to fit it within the prescribed curriculum I have
to teach. I can tell you that this morning all of my students online were engaged, both
basic and ESE. Their cameras were on, and I could see them looking at and following
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their screens as I made my way through the presentation. Today’s class was the most
successful 5th-grade online class I have taught thus far. They seemed excited to get
started, so I am eager to see what designs they create for next week.
Example Four: Journal 7, October 28, 2020
It worked!! My one pep-talk with the student who would not paint last week worked! The
class began designing their tinfoil masks. He put extra effort into his work, actually
incorporating elements from some of the video’s masks. About 90% of the class put great
effort into their designs. They seemed to love working on masks. I cannot wait to help
them shape the tinfoil to the face molds. It is going to be fun!
Example Five: Journal Nine, October 30, 2020
Creativity has exploded in my 4th grade class! Students are highly motivated by this
lesson on non-traditional architecture. Amazed by Frank Gehry’s use of both geometric
and organic shapes in his architecture. Students seem really excited to show me their
creations. I think it was my interest in showing the non-traditional architecture that
sparked the students’ interests. They saw I was really into the subject, so they bought in.
Example Six: Journal Thirteen, November 13, 2020
The activity today was both challenging and fun. All students feel a sense of trepidation
when it comes to folding the tinfoil backward. Thomas was no exception. He found the
folding to be extremely difficult, but he persevered. I did help him and others, somewhat
in refining the shape of the face and backward folding. He got through it because he felt
good about his work. I do not think Christopher or Thomas, or anyone else for that
matter, would have persevered through the difficult stages if I hadn’t given all the
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necessary and more support I give. It’s not just what works for one student; needsupportive teaching works for all students.
Example Seven: Journal Fifteen, November 17, 2020
“Today, at busses, a 4th grade student asked me about finishing the first architecture
project. ‘Will we get to finish,’ he asked. I told him that we would, and he got very excited. He
never gets excited about Art; he must really like the project. I want to talk with him some more
to find the reason behind his excitement.”
I saw many examples of success in my classroom this year. These are moments when
students had an a-ha moment, and they finally grasped the concept I was teaching. I saw my
students perceiving their own competence more when I changed my instruction because
something was not working. I measure success by looking at what is working in my classroom
and what is not. During the first portion of the semester, teaching my MSOL students over Zoom
was difficult. A lot was getting lost in translation; students were not clear on their expectations
on projects and weekly work. Things began to run smoother during the second half of the
semester. I started seeing more engagement with my students because I became more engaged in
the topics being taught. It was challenging to get into this mindset when some I felt some content
was way over my students’ heads in terms of comprehension, though I found ways to work
around that and change my approach to delivering the content. Students seemed to enjoy more
hands-on learning where they had the opportunity to share their thoughts and ideas about what
we learned. Things also began to run smoother in the second half of the semester with my f2f
classes. Mainly, my difficulties were dealing with the content, and however, once I figured out
how to deliver it in ways that would not stress my students out, situations ran smoother.
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Creativity blossomed when I began teaching about Frank Lloyd Wright and how he
incorporated nature into his architectural designs. Showing students his most famous building,
Falling Water, 1935, ignited an untapped passion for creativity in many students. I showed them
various photographs of different house angles, letting them see how the basic shape resembles a
Jenga tower. I showed them how Wright used natural elements like stone and rock in his design
and construction and how he built the house over a waterfall helped students design a Prairie
School style house design. Their drawings include buildings with various natural elements builtin like vines, trees that intersect the structures, and even waterfalls make their designs creative.
Architecture turned out to be a successful project. I found that my interest in the subject helped
students see the excitement in it. They saw my excitement in the subject, and they subsequently
bought in.
Motivation to Learn. Going deeper into the journal entries coded with successes in
teaching, I began to explore what things might be happening with students to be successful. I
developed the deductive code “Motivation to Learn” when I found instances where students
seemed motivated in their work. When I read and reread excerpts where I wrote about students
having fun in their work, I realized that they were motivated and therefore engaged.
Example One: Journal Eight, October 29, 2020
“My 5th grader is highly motivated today! He never works in such a way in art class. He
is working on his mask design and is showing true excitement over it.”
Example Two, Journal Eleven, November 4, 2020
“I think students are really into the mask design because of anticipation. They know that
their work will not remain 2D. Next week, we will be shaping the masks, turning them into 3D. I
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think that is what they are looking forward to doing. So, they are making their best effort to
create something they can be proud of.”
Example Three: Journal Twelve, November 6, 2020
Mask designing is in full swing. Christopher likes this part because he uses sharpies and
enjoys working with the tinfoil’s metallic sheen. He tells me that he is working hard to
live up to his brother’s mask, which he always thought was cool. Thomas likes drawing
his design; he’s been looking forward to this project for some time. He enjoys drawing
and working his best because he has a vision for how the final piece will look. One of my
5th graders responded very well to the positive praise I was giving him. He was already
doing well with his mask design, but my intentional language and encouragement pushed
him over the line.
Example Four: Journal Fourteen, November 2020
I love it when students can learn new things and, more importantly, when they are eager
to learn. Today a 5th grader brought in an art case that she received for her birthday. In it,
she showed me acrylic and watercolor paints, oil pastels, brush and calligraphy markers,
color pencils, and regular pencils with varying degrees of lead. When she showed me the
pencils, I got very excited as I taught her about line weights. Each pencil lead has a
different weight. There is an F for sketching and HB, which is a regular #2 pencil. 2B,
4B, and 6B pencils are darker leads for rendering and shading. I gave her a blending stick
that did not come included in her case and modeled how to use it for blending varying
leads together on your paper. She got excited when she learned that if enough lead
accumulates on the blending stick, then you can use the stick as a pencil at times. Cool
stuff! I encouraged her to show me anything that she creates with her new supplies.
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Example Five, Journal Sixteen, November 20, 2020
One student told me that I criticize her work all of the time; however, my critiques are
always positive, and I bring humor into them. I really try to remain positive with all
students and find at least one thing that they did nicely in their art. The class agreed that I
could make even the most boring project fun for them because of my interest level. From
all they said, it appears as though I provide opportunities for students to feel autonomy
and competent in their work.
I am a very motivating teacher and I provide all my students with opportunities to work
with autonomy. I try to help them feel competent when they are working on their art. The
interpersonal relationships I cultivated with students helped to foster motivation. When I see
students working through challenging projects (one with many complicated steps) with
enthusiasm to see what their finished product will look like, I can see that they are driven by an
intrinsic motivation to complete their project. I will delve into motivation more when discussing
the findings with my two student participants Christopher and Thomas.
Resilience in Action. I developed this code, “Resilience in Action”, for places where I
wrote about students hitting obstacles in their work but finding ways to push around them either
through interventions from myself or other students. Highlighting instances of students having
the ability to bounce back were clear indications of resilience in action.
Example One: Journal Eight, October 29, 2020
A 5th grader, on the other hand, is struggling. She needed me to validate her fears about
messing up. I told her it was okay. She felt that she had messed up her design by adding
too many teardrop shapes around the main shape. I asked her to name a shape that she
really likes, and she told me it was a “heart.” I showed her how she could incorporate the
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heart shape into her design by carefully placing a few of them in a symmetrical pattern.
She is working again. Here is a clear example of resilience. She hit an obstacle that
threatened to derail her work. I served as an intervention with need-support, and now she
is back on a stable trajectory and climbing.
Example Two: Journal Nine, October 30, 2020
Sometimes, I have students struggle with drawing their mask design. Two 5th graders
struggled. One had difficulty with the symmetry; the other, no matter what he tried, could
not get his drawing to look the way he envisioned it. I knew there was no way to console
them enough to keep working, so I gave them a do-over, get a new piece of tinfoil, and
began working anew. After they started over, they seemed to return towards a typical
trajectory, both in some creative ways. Everyday academic resilience is happening in my
classroom.
While it is often difficult to see, academic resilience happens in my classroom more often
than I notice. My art classroom can be stressful for some students; the noise, the crowdedness,
the stress of trying to emulate my examples, and the fear of failing. It can get to be so much for
some students that they may shut down and not work anymore. I remain vigilant when I see
students struggling when they encounter an obstacle in their work. I come to them and ask what
the problem is, and then I brainstorm with them how they may get around the issue. Sometimes I
will draw an example on the back of their paper or get a post-it notepad and draw there. The
post-it usually works better because students can see it next to their drawing. I am always calm
when I speak with these students, and I offer suggestions while they work. Nine times out of ten,
most students can find their way past the obstacle with the aid of my intervention, then they can
proceed with their work back on a standard trajectory.
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Caring and Support. This theme emerged when I saw in my journal entries that students
were caring and supporting each other. The “Caring and Support” code was applied to one
specific passage I wrote about a truly caring class of 5th graders I teach. In close reading
afterwards I realized these students cared so much and were so good to each other because they
felt belonging in the classroom. Along with needing autonomy and competence, students for feel
related or belonging in class will be more intrinsically motivated to do their work and succeed.
Example One: Journal Thirteen, November 13, 2020
Shaping the mask is an exciting activity! I have no shortage of volunteers in
Christopher’s class. Everyone is eager to help and to please. I have other classes like this,
but the classroom climate here is very connected and full of caring and support. I think
my practice of need-supportive teaching is evident here. The relationships I have
cultivated with these students have grown so much over the years. Some of these kids are
my babies from as far back as kindergarten. The relationships have matured over time.
Even the new students have found their way within the classroom dynamics. I support my
students’ needs for competence and belonging. Christopher was very nervous when he
shaped his mask because it did not turn out the way he’d hoped. He got through it, he told
me, because of the support he received from his peers. Like I said, kind and caring. He
was taking his time and not rushing. His mask was a success. He properly folded the
tinfoil and shaped the face well.
I do have some genuinely kind and caring students who support each other. It is the
culture I fostered in my art classroom, where everyone is on the same team. Culture and the
learning environment are essential to student achievement, I found. For my deliberate practice
(evaluation system), I chose the learning environment twice before this school year because I
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wanted to focus on creating a safe environment where students would work unimpeded and
without worry from ridicule. It is crucial for me that each student feels like they belong, which is
the third piece of motivation; autonomy, competence, and relatedness.
Listening to Students. I used this code, “Listening to Students,” when I wrote about
interactions with individual students, either talking about their progress or listening to their
questions or needs. I also used this code for parts where I read about my seeking input from my
students about various subjects. One thing I have learned over my 16 years of teaching is that
students will always tell you what is on their mind if they have an opinion to share. Learning to
listen to students became an essential theme.
Example One: See “Empathy with Students” Journal Three
Example Two: Journal Fourteen, November 16, 2020
My 5th grader has never been one to take risks in art before. However, today, after
showing her everything she could do with her new art kit, she tried calligraphy for the
first time. In all honesty, it wasn’t going well, which she acknowledged, but she kept
going and kept trying. I feel confident that the extra time I spent with her this morning
helped spark her creativity and motivation. It was a personal connection that I nurtured
this morning.
Example Three: Journal Sixteen, November 20, 2020
So, I asked one of my classes directly about motivation today. Specifically, I wondered
what it is about my teaching that motivates them to do their best. They had a lot to say!
Most said that I am always positive with them. My positivity helps make things easier for
them when they have to rework or fix something. I always tell them the truth when they
need to fix something in their art. Students feel they can go their own way when working
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on their projects; they can design their projects any way they want. They have a choice. I
never lie to any students, and that builds trust.
This code became a larger one which would carry under it “Empathy with Students” and
“Successes in Teaching.” I found that truly listening to what students wanted out of the class
genuinely helped me cater to instruction and choices. I experienced incredible frustration when I
did not listen to what my students said, both verbally and nonverbally. Students play a crucial
role in the classroom. It does not matter how dynamic a lesson is or how well planned it is by the
teacher. If the students do not buy into what is being taught, then concepts will be lost, and the
teacher will be teaching to an empty classroom. I try very hard to listen and to develop content
with my students in mind. Knowing what will spark their interest is critical in strengthening my
practice to need-supportive teaching.
Coding the Interviews
I had two student participants in this study to understand how my practice of needsupportive teaching impacts students’ motivation and academic resilience. As part of the data
collection, I conducted two sets of interviews with the students and had them create artwork
based on drawing prompts. When presenting data from the interviews, I did not do any editing as
I wanted to preserve the verisimilitude and authenticity of what we discussed; everything is
verbatim. After presenting examples from the data, I conducted an analysis, like how I presented
the data and analysis in the previous section about the deductive coding system. I will present the
interviews as a case study report in appendix A.
The two boys in the study, Christopher, and Thomas (both pseudonyms), are nine years
of age, and the special education service they both receive is speech therapy. Christopher’s
speech affects his communication skills, where it can become challenging to understand what he
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is saying, but he had come a long way from when he was little. I have taught him every year
since kindergarten. My relationship with him is strong. He is an ideal student for me to examine
how my teaching affects his motivation and resilience. When Christopher works on a project, he
focuses on that project and 100-percent engaged. Thomas is speech impaired, though he has
improved in speech therapy where he can move to consult or on an as-needed basis. Thomas
came to my school when he was in the second grade, and while our relationship has been at
times rocky, he is a good student who tries hard to put his best effort into his work.
In coding their interview transcripts (see figure 3), I utilized the deductive codes
“Motivation to Learn” and Resilience in Action” when either students’ answers specifically
related to how or what motivated them and how or why they continued working past obstacles. I
added two new deductive codes, “Freedom/Choice” because there were instances with both
students where this theme arose, and “Need-Support” when students spoke about my approach to
teaching them. In three cases, I utilized in vivo coding, where the students kept repeating certain
words or phrases in the interviews; “Making Art with my Friends,” “Comfortable,” and “Calm.”
In vivo coding keeps the data engrained in the participant’s language (Saldaña, 2013).
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Table 3. Interview Codes (Deductive and In Vivo Coding)
Descriptors

Codes

When students spoke about their
motivation; how they were motivated;
what they enjoyed most.
When students spoke about hitting
obstacles and pushing past them, what
they did to bounce back.
When students spoke about having
choices.
When students spoke about my
teaching.
When students spoke about working
closely with friends.
When students spoke about being
comfortable in Art class.
When students spoke about Art being
calming.

Motivation to Learn

Links to Research
Questions
Question 2

Resilience in Action

Question 3

Freedom/Choice

Question 2

Need-Support

Questions 1-3

Making Art with my Friends
In Vivo coding
Comfortable
In Vivo coding
Calm
In Vivo coding

Questions 2-3
Question 3
Question 3

Motivation to Learn
I continued with using the deductive code “Motivation to Learn” when I coded the
interviews. I applied this code when students specifically spoke about what they perceived their
motivation in my class to be. Additionally, I used this code when my participants spoke about
projects that they truly enjoyed working on.
Example One: Christopher, Interview One
Me: Okay. Good. Which project did you work on in art class where you made your best
effort? And think about, you can think about this year, you can think about last year, any
project that you can, you can think of. Where you made your best effort.
Christopher: Um, I’m trying to think. Probably, probably... It... This is hard to say, but
I’m just gonna think of one that I tried my best. I’m gonna say last year when I did the
lines project where I got to do all the different kinds of lines. The crazy quilt.
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Me: What happened that made that project so special?
Christopher: What happened is, especially on my first, um, part of the eight portions of it,
there was, it was split up into eight boxes and, um, it was the first one where I made, it
was almost like a diamond for some reason. It had all the special lines and, um, every
time I showed it to someone, and they were like, “Wow. That’s awesome, Christopher.”
And, just my final project, actually. I got to make the wavy lines, the straight lines, the
horizontal lines, the vertical lines. All the zig-zag lines, the broken-up lines. When I got
to do all those lines, it made it super fun ’cause I got to do all of them in that one sheet of
paper.
Example Two: Christopher, Interview Two
Christopher: “I’m motivated in art as like you said, what ways am I feeling? I’m feeling
excited and happy, and like I can do it. And, and I’m motivated to do it so I can get my
good painting. No. Cross off that good. Awesome painting.”
Example Three: Thomas, Interview One
Thomas: My most, best ever art project I did the best was, I think it was the clay project
and it was very special to me, and I love it, and it was last year. My mom said that it
looks like one of those antique cups, and it looks like- like a statue. And my mom showed
me a picture of it, and it just, it’s very important to me.
Me: Do you do better when you get praise from other people?
Thomas: I do, better, and it just makes me feel happy, so then I just draw something cool.
Me: Okay. Um, think of a time when you did not try your best to complete an artwork.
Thomas: When I didn’t try my best was to complete an artwork- artwork- artwork was
third grade. I wanted to play on the iPad when we got done, so I rushed, and it looked
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bad. And I still think of it, and it just s-, I just keep thinking I could do better. And now I
try my b- best, even though it’s not a race.
Example Four: Thomas, Interview One
Thomas: “I wanna do the; I wanted to do the clay project again because it was so fun and
we got our hands dirty, and it was just the best year.”
Example Five, Thomas, Interview Two
Thomas: I’m very motivated. Happy ways and good ways and just comfortable ways.
Me: Okay. How do you feel when you... When you start a new project in art, how do you
feel?
Thomas: I feel good, and I feel happy about it, and I try my hardest.
I chose to focus on where Christopher and Thomas spoke about projects they truly
enjoyed because the projects had different layers of complexities; the students would have to be
motivated to finish them. Thomas spoke about a clay project that his mother enjoyed. After
having his sculpture compared to an antique helped to motivate Thomas to engage more in art
class. Christopher, when he was describing to me how he created his crazy quilt, I could see he
was brimming with motivation.
Resilience in Action
I returned to this deductive code as well when I turned to coding the interview transcripts.
I used “Resilience in Action” when my participants specifically spoke about hitting obstacles in
their artwork yet persevering past them to complete their work. Persevering through obstacles
with interventions I made or from their peers.
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Example One, Christopher, Interview Two
Christopher: Um, when I hit an obstacle in art, the first thing I want to do is get past it, so
I can keep on going. I get past it by keep on working and, and finish my project until,
until I’m done, and I have my final, final artwork is done.
Example Two: Christopher, Interview Two
Me: What might you do for, what might you need for improvement? In order to do it, do
you need something extra? Help from others, help from me.
Christopher: Well, yes, help from others. Like, when, when I feel like I’ve done a bad job
like I’ve said before, I can ask them, and they’ll say, ‘That’s a great artwork, Christopher.
You can do this.
Example Three: Thomas, Interview Two
Me: Okay. When you hit an obstacle in art, what is the first thing you want to do?
Thomas: I want to bounce back and just retry again and... I either get a new paper or I just
restart, or I ask to get an eraser.
Both boys struggle with their projects from time to time. Thomas does seem to struggle a
bit more, however. As I mentioned previously, everyday academic resilience occurs in my
classroom. Although Christopher and Thomas both struggles sometimes, they are highly
resilient. Christopher choice is to work through his process. He will draw, ask for feedback from
me or his peers, and continue working to take the feedback with him as he goes. When he hits an
obstacle, Christopher asks for help. Thomas, by contrast, prefers to restart his work. It is more
comfortable to ask for a new paper and then sketches what he is thinking about the paper’s back.
When he is satisfied with his sketch, he will turn his paper over and begin anew. In class, I have
noticed that both students continuously ask for my feedback while working, or if not feedback,
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then reassurance that they are on the correct path. I cultivated an air of support in my room
where both Christopher and Thomas feel comfortable soliciting my advice when their project
goes awry.
Freedom/Choice
I developed this new deductive code, “Freedom/Choice” when I transcribed the
interviews. It specifically focused on where the conversation shifted to whether my participants
perceived choices or freedoms, I gave them when they create their illustrations or painting.
Example One: Christopher, Interview One
Me: When I say, do you have a choice in how to work on your projects, do you... I give
you the freedom to decide how you want to complete a project.
Christopher: Sometimes yes, and sometimes no. Sometimes you can show us or tell us
how we should be doing it. And then, sometimes you just let us do it how we get to do it
like the crazy quilts. Like I said earlier. We got to do it any way we want. It just had to be
with those lines.
Example Two: Thomas, Interview One
Me: “Okay. All right. When you’re doing your work in my class, do you have a choice in
how you can do the project?”
Thomas: “Sometimes I do, sometimes I don’t, and sometimes I struggle.”
Both students recognize that they do not always have a choice in how to complete their
work. Christopher was evident that sometimes there is a way I want my students to draw or
paint. He goes with the flow. Thomas, on the other hand, can struggle somewhat if he feels
constrained. I have learned that even I set specific parameters for a project, there is always some
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leeway involved. Sometimes, a drawing needs not to be colored as long as the student shades it
with a pencil.
Need-Support
Here is the last deductive code I developed from the interview transcripts. Because the
large focus of this study is on my practice of need-supportive teaching I realized that I had not
addressed it sufficiently in my analysis at first. As a result of rereading the interview transcripts
several times, I found specific instances where my practice of need-supportive teaching honestly
affected my participants’ progress in my classroom. I labeled these as “Need-Support.” Instances
include talking about how safe my participants feel in my classroom and when they shared what
I do that helps them.
Example One, Christopher, Interview One
Me: “Is there anything that I do that makes art enjoyable?”
Christopher: “You always make it so fun because you are funny. You make awesome drawings.
And, well, you’re a really nice guy.”
Example Two: Christopher, Interview One
Me: Okay. Interesting question. How safe do you feel in art class?
Christopher: I feel very safe because, like I said, you are an awesome art teacher. You are
nice, and you are funny and all that stuff. And I can trust you, the teacher... I can trust
you because you’ve always been nice to me.
Example Three: Thomas, Interview One
Me: All right. I wanna go back for a moment when you talk about are you happy and
everything. Are there ways in which I make your art class enjoyable?
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Thomas: You make my art class enjoyable because you do what I wanted to do, and you
always help me out, and you showed me, and it just keeps me going and working.
I pulled these examples from the interviews because they spoke to my classroom culture
and how I am with my students. I believe in healthy interpersonal relationships with my students,
and they need to enjoy art class and have fun. I always try to bring humor into whatever I am
teaching, and it is clear from the boys that I am met with some success. When explicitly asked
about the effects of my teaching practice, most students are not shy in answering. I make things
fun, never lie, and sometimes when the class is testing boundaries, I will get upset but never to
the point where I lose control of the class. From my journal and these interviews, I learned that
my practice of need-supportive teaching is virtually essential for all of my student’s ESE and
basic education alike.
Making Art with my Friends
When I interviewed Christopher, he spoke often about being happiest when he was with
his friends working on making art. He used the specific terminology “Making Art with my
Friends” several times, so I made that my first in vivo code.
Example One: Christopher, Interview One
Me: Christopher, in what ways do you enjoy art class?
Christopher: Well, I enjoy art class by I get to enjoy the time with my friends, laugh, have
some fun, do some artwork, and make the artwork look fun and just have fun with it.
Just... I, I love doing art class.
Example Two: Christopher, Interview One
Me: All right. What makes your work enjoyable?
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Christopher: Doing my work, kinda like I said earlier, I get to enjoy making my artwork
with my friends, and I get to show them what I’ve made and ask them how I’ve done.
And it’s just fun working out the final artwork and seeing how I did.
Example Three: Christopher, Interview One
Me: What made that project (Masks) satisfying and interesting?
Christopher: Um, what made that project satisfying and interesting is put is, drawing a
Sharpie and, um, with the Sharpie and getting to make it in any way I like. Just coloring
and doing how I like like that. And it was, I got to have fun with my friends. Get to see
how they did. Got to see how I did. It was just really fun.
Example Four: Christopher, Interview One
Me: Okay. How do you know you’re happy?
Christopher: I know I’m happy because it’s, it’s hard to say, but I know I’m happy
because it’s part of how I get the grade back and also just I know I’m happy when I got to
have fun with my friends and just enjoy, too, making.
Me: Okay. How do you normally feel in art class?
Christopher: I normally feel very happy. And, I feel, also, to be there and get to do my
artwork with my friends, like I said earlier again. I feel this way because it’s... I also... I
feel this way because I go home that day, and I’m; I feel like, “Man, that was a fun day in
Art class. It felt good to get that out of the way and have that fun with my friends.”
Example Five: Christopher, Interview One
Me: Okay (laughs). Um, do you feel... You’ve, you’ve answered this in different ways,
but do you feel like you can trust your classmates in your art class?
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Christopher: Ye- yes. I can always trust my classmates in art class b... I, I can trust them
because, like I said, I can show them. They’ll think it’s awesome, and I can say yes. I can
say it’s awesome. It’s always fun too, um, see what they did, and I can always trust ’em
to tell me, “That’s a good paper, Christopher.”
Of my two participants, Christopher is more social than Thomas. In art class, Christopher
and Thomas sit together with another friend in their class. Christopher referred many times in his
first interview how his art and feelings are affected by his peers. He sees art class as a fun
environment where he can spend time with good friends while working on his masterpieces. The
“Making Art with my Friends” code became very important related to the third component of
SDT; relatedness or belonging. Most often, Christopher is provided opportunities to work
autonomously and is undoubtedly competent in his work even when he perceives otherwise. He
sees art class as a safe environment where he will never be ridiculed for asking questions or
receiving poor feedback on a project. This code is essential because it helps to show how
motivated Christopher feels in art class.
Comfortable
When interviewing Thomas, he made several references to feeling comfortable or art
making him comfortable. When Thomas specifically used this word, I used the in vivo code,
“Comfortable.”
Example One: Thomas, Interview One
Me: “... in what ways do you enjoy art class?”
Thomas: “I love it, and I’ll get comfortable there.”
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Example Two: Thomas, Interview One
Me: Okay. Can you think about a specific project where you felt good about what you
were doing?
Thomas: Specific project I was felt good with doing was the ... it was, uh ... it was a
painting one, I, and it was a painting one, and it was made me feel real comfortable andand it was very fun and comfortable and.
Example Three, Thomas, Interview One
Me: Okay. Can you describe how you normally feel in art class?
Thomas: I normally feel comfortable, happy, and just feel good. Because art, I been doing
art for five years and it’s my number one most favorite thing, and when I go to art class,
it just helps me.
Unlike Christopher who enjoys art for more of its social contexts, Thomas finds art class
to be a place where he can feel relaxed. Several times, when I interviewed him, he spoke of
feeling comfortable or needing to get comfortable to do his work and be satisfied by it. Thomas
spoke about painting for its relaxing qualities. Painting makes him feel comfortable.
“Comfortable” as a theme became important here because to know how accurately effective my
practice of need-supportive teaching is, it was important to know how Thomas feels in art class.
Knowing that he feels comfortable with me and in my class tells me I am doing something right.
Calm
The final in vivo code, coming directly form the language Thomas used is “Calm.” I
applied this code when Thomas spoke about being calm in class or when he found something to
be enjoyable. Additionally, he referred to needing to be get clam after feeling stressed by certain
situations.
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Example One: Thomas, Interview One
Me: “What makes your work enjoyable?”
Thomas: “Because I’m always calm, and I love drawing, and it just helps me.”
Example Two: Thomas, Interview One
Me: Okay. Can you provide an example of when you did not feel good about completing
an art project?
Thomas: When I didn’t complete it, it was last year, and I wanted to complete it because
it was fun, and I didn’t get to do it, and I just got stressed out, and I started drawing, and
then it helped me calm down.
Example Three: Thomas, Interview One
Me: “In what ways do you believe art can help you with other things?”
Thomas: “It helps me with my calm, and it helps me think, and it just helps me when I’m getting
mad and sad, and I still do it.”
Christopher gets the social aspect out of art; he spends time chatting with friends while
making art. Thomas views the class as something very different. He views the art class as a place
for him to get comfortable, calm, and find his center. At times, Thomas is more of an introvert,
who does not always get along with his classmates. It is not that he does not get along with them;
he does not always trust what they say about his artwork. Therefore, he responds better to
feedback from me as his teacher and, mainly, from his parents. When Thomas struggles with
some type of stress, he finds that drawing helps him find his center.
Artworks
To fulfill this study’s arts-based research components, Christopher and Thomas had to
draw some artworks based on five drawing prompts. Both boys chose to go with a cartoon strip
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format for each prompt, incorporating dialogue to go with each scene. Their drawings are in
Appendix B. I attempt to answer how my students are motivated and perceive their resilience
through these ABR methods. I wrote five drawing prompts of which I asked both of my
participants to respond to through drawing, or whatever artistic form they felt was appropriate.
The prompts are:
Prompt One: What does it feel like to be in this art class?
I wanted to gauge their individual perceptions of what they felt in class.
Prompt Two: What is your favorite part of art class?
This question mirrored one of the interview questions about what make art
enjoyable. It provides for an additional response from my participants in a new form, not
spoken.
Prompt Three: How do you feel when you are not successful in art class? What do you
do?
I wanted to know if and how my participants felt resilient in my classroom. I
wanted to know what they felt when they missed the mark on an art piece and what they
did to make themselves feel better again.
Prompt Four: In what ways do you bounce back, and what do you do to make yourself
successful in your art class?
Again, referencing academic resilience in my class, this question provided the
participants to think further about how they responded to stress in my classroom and to
get them to think about what coping strategies they already have.
Prompt Five: How do you feel when you bounce back?
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Finally, this question mirrors the first drawing prompt where the participants needed to
reflect on their experiences of not succeeding yet not giving up and trying harder when
they work on the next project.
In Leavy’s (2015) book, she devotes an entire chapter to evaluating arts-based research
methods. Some evaluation methods include transparency and authenticity. To ensure both, I met
with each of the students separately to discuss their drawings. I asked them both probing and
clarifying questions about what they drew and wrote. In some cases where the drawing was
challenging to interpret, I had the students fill in the blanks by explaining their creations.
Christopher drew a cartoon version of himself with arms outstretched for the first prompt,
holding two thumbs up. It did not take much interpreting to understand that Christopher truly
enjoys art, and it feels great for him to be a part of it. He explained that the thumbs up
represented how he feels it is “awesome” in this art class with me teaching it. Thomas’s drawing
is straightforward though a little sad. He drew a stick figure of himself sitting at a large round
table, though he did not draw any other students there. He did add in writing that he feels
protected and safe in this art class.
The second prompt focused on what the boys’ favorite part of art class is. Christopher
drew two sketches of himself and two other students. In one sketch, they are drawing, and in the
other, they are painting. Christopher captioned both sketches as “painting with my friends” and
drawing or coloring with my friends.” As previously discovered during the interviews,
Christopher is very social. Being with his friends is very enjoyable for him in art class. Once
again, Thomas only drew himself; however, he held a paintbrush and a pallet of paint. He wrote,
“I love painting and sharing my artwork.” In my conversation with Thomas, he stated again, as
in the interviews, that his favorite part of art class is painting.
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Not feeling successful was the theme of the third prompt. Christopher drew two sketches
again. The first one is a cartoon version of himself with a stretched out almost straight line for
the mouth. Above, he wrote, “five out of ten.” He drew himself, walking up to my teacher’s
table, handing in a new artwork in the next sketch. His caption reads, “I turn it in and hope I do
better next time.” He explained that five out of ten represents his mood level if he misses the
mark on his work. He explained that he does not like to feel unsuccessful, but drew the mouth
not wholly turned down because he feels as though he can do better next time. Thomas drew
himself sitting at a table, telling himself to calm down. The caption reads, “I feel sad and try
again. I just interpreted this drawing as Thomas’s way of feeling upset because he did not do
well. However, he is self-motivated enough to know that he needs to not dwell on it and try
harder the next time.
The fourth prompt focused on resiliency and the boys’ perception of it. Christopher drew
two sketches, both of him and two other students. I inferred that being with friends is a positive
force for him when things do not go the way he wants them to. Being with his friends is calming
helps him reach a stable trajectory again after miss stepping. Being with his friends helps him
feel confident that he can always bounce back from whatever obstacle blocks his path. Thomas’s
drawing was harder to interpret, and I needed a follow-up conversation with him. He drew
himself standing next to a finished landscape; it looked vaguely familiar to the landscape
drawings we worked on previously. His captions read, “I try over until I get it right.” In his
drawing, he explained later that he is showing a new artwork to the teacher.
The fifth prompt centered on feelings again, this time what it felt like to bounce back.
Christopher drew himself again, holding his arm up with a thumbs up and captioning it, “I feel
awesome.” Christopher is a delighted boy, and he does not dwell on sad situations for long. He
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always bounces back better than before. Thomas drew himself saying, thank you very much.”
His caption read, “I feel okay, good, and proud of myself.” Thomas feels very accomplished
when he does something well. He always puts his best effort into his artwork. He relies on my
support and his peers’ help to help him through challenging experiences.
What is telling in each of the participants’ drawings is that Christopher always drew
himself with others, re-emphasizing the theme “Making Art with Friends.” With Thomas, always
drawing himself alone, he seems to reiterate the themes of comfort and calm. The drawings show
that both Christopher and Thomas enjoy Art class and are motivated in class. Both boys
encounter stressors but find ways to overcome the stressors.
Visual Portraits
According to Leavy (2015), in arts-based research, a qualitative researcher moves
between one form to another, i.e., text to visual, poetry to prose. In other words, the text from an
interview may be translated into a visual arts piece. Translation can be further defined as the
process where meaning and expression in one language are tweaked to meaning another
language (Regmi et al., 2010). Translation mostly occurs when a qualitative researcher works
with speakers of another language, yet it is highly applicable to ABR methods. Going forward,
transliteration (Regmi et al., 2010) is the process of either replacing or complimenting, or both,
the words and meanings of one language into another exact meaning that may not already exist.
In this way, I am approaching the visual portraits component of my dissertation. I have taken the
interview data from my two student participants and my perceptions of them when they are in
my class, and, by process of translation and transliteration, I am creating something new. My
fifth research question revolves around the creation of visual portraits.
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Throughout this study, I have come to know both of my participants better. I sought to
create a portrait of both that captured both their essence and representation from our interviews’
dialogues. In my ABR courses, I have had experience creating transliterations of the text that I
read and creating visual representations of what I learned. As an artist, I am aware of how
making art is both a process of investigation and creating meaningful forms (Jongeward, 1997).
Jongeward (1997) recognizes that artistic practice is a representation and a specific activity of
inquiry. I knew early on that I wanted to present and interpret some of the data in alternative
ways. I mirrored my process by Carolyn Jongeward’s artistic process as detailed in chapter seven
of Method Meets Art by Leavy (2015).
As I planned my work, I wondered how to create an image that reflected the truth and
complexity of who my participants were. Because I was classically trained as an artist, I decided
on a more traditional representation for the portraits. I drew both portraits using two pencils, a
2H and a B (both different lead weights for sketching and shading), a blending stick, an eraser,
and various ink pens of various sizes. I chose to create an accurate visual representation of both
participants using my pencils, blending stick, and eraser. I wanted to capture a picture of them in
a fleeting moment, so I took a photograph, on my phone, of them while we worked together
during the interviews. From these photos, I created two drawings on vellum paper. Keeping a
monochrome palette, I shaded both drawings until I felt I captured a realistic representation. My
drawings were then scanned and printed onto another sheet of vellum. From this point, I used my
ink pens to outline various contours in the drawings and write my perceptions of my participants
around their picture. These words included the in vivo codes I developed as part of my interview
analysis. Moving forward, I chose to include verbatim portions from the interviews as I thought
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they would further help capture a full representation of my participants. The final images are
displayed in Appendix C.
Other Findings from Keeping a Journal
In reviewing my journal entries and identifying the themes that emerged, I learned a great
deal about the kind of teacher I am. I mix a fair amount of control in my lesson delivery but give
students options most of the time to allow them choices in completing their art projects. When I
show excitement for the lesson, my students are more likely to buy in; this was evident with 5th
grade and learning about African masks and 4th grade learning about architecture. I found many
successes that occurred during both of those units of instruction. In my journal, I confronted my
fears and frustrations about teaching online and finding the right balance with instruction over
Zoom.
How do I know I am a good teacher? In various ways, my students tell me so. One
student told me that he never understood art before at his previous school. However, he says he
gets it now because I give him opportunities to express himself. Another student thanked me for
teaching her about Frank Stella and providing guidance and feedback as she worked on her final
project. She told me that her mom was proud and impressed with her artwork, and the student
thanked me as a result. Truthfully, her finished artwork was outstanding, but I know that I was
the one who made the lesson enjoyable and exciting for her and helped to foster her creativity.
My teaching practice motivated her to feel autonomy in her work and feel confident that she
knew what she was doing to create a beautiful art piece. My positivity helps make things easier
for students when they have to rework or fix something. I always tell them the truth when they
need to fix something in their art. Students feel they can go their own way when working on their
projects; they can design their projects any way they want. They have a choice. I never lie to any
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students, and that builds trust. My practice of need-supportive teaching impacts all students
regardless of their basic or ESE designations.
Even my newest students just joining our school this year have benefitted from my style
of teaching. They feel comfortable and at ease in my class and trust me when I say that they need
to put in a little or a lot of extra work. Christopher told me that he was nervous about shaping his
mask. I helped him, and everyone else, in small ways. He continued to work slowly and carefully
and folded the tinfoil backward and inside the mask beautifully. I knew he could do it. Thomas
was challenged by this activity because it was not quite like anything he ever experienced before.
All students feel some sense of trepidation when folding backward and inside, but they do just
fine with a little help. However, some students fold backward too much and lose the sides of
their masks. I am always positive with those students and pointed out that they did an excellent
job for their first time making a tinfoil mask. It is the general support I give to all students during
all the project stages that help them do their best work. It is not just what works for one student;
need-supportive teaching works for all students.
Synthesis of Research Questions
In this section, I revisit the research questions and will attempt to answer them based on
the analysis presented.
1. In what ways does my practice of need-supportive teaching guide 5th grade students with
LD to meet learning objectives in art?
As I have presented, all students, including students with LD, indicated they benefitted
from need-supportive teaching. Whether explored in the journal entries or in the interviews, all
students refer to my personal connection with and that relationship helps them feel successful in
my class. I am kind, humorous, and always critiquing my students’ artwork. I believe, based on
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the findings that my practice of need-supportive teaching helps to motivate my students to meet
their learning objectives.
The prescribed curriculum, from which I teach both MSOL and f2f, offered a large
helping of learning objectives per unit. As the 5th grade mask project took many weeks during
the course of this study, I will focus on the learning objectives from that project. I chose to do a
5th grade mask project that stood outside of the curriculum because I wanted to give my 5th
graders the chance to create a 3D tinfoil mask, something that our unexpected school closure last
March made impossible. My rationale for doing this project was that it fell nicely within the unit
on Shape and the following learning objectives would be met: I will identify how shape is used
in art; I will create artwork using different types of shapes; I will identify the principles of
design; I will use the principles of design in my artwork; and, I will recognize how the elements
of artwork together to create unity.
Example One: Journal Six, October 27, 2020
We learned about African masks. It fit beautifully with the current unit on shape and
learning objectives. Students are learning about geometric shapes and the principle of
design symmetry. Making masks is something that all 4th- and 5th graders look forward
to. Last year, neither grade got to make masks because of the shutdown in March. I
wanted my 5th graders to have the tinfoil mask experience, so I found a way to fit it
within the prescribed curriculum I have to teach. I think about Johnmarshall Reeves when
I teach masks because it is all about autonomy-support. I plan the lesson with my students
in mind. This is something that students enjoy, so I fill the content with cool and exciting
examples. I can tell you that this morning all of my students online were engaged, both
basic and ESE. Their cameras were on, and I could see them looking at and following
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their screens as I made my way through the presentation. Today’s class was the most
successful fifth-grade online class I have taught thus far. They seemed excited to get
started, so I am eager to see what designs they create for next week.
Example Two: Journal Seven, October 28, 2020
It worked!! My pep talk with my 5th grader last week worked! The class began designing
their tinfoil masks. My student put extra effort into his work, actually incorporating
elements from some of the video’s masks. In fact, about 90% of the class put great effort
into their designs. They seemed to love working on masks. I cannot wait to help them
shape the tinfoil to the face molds. It is going to be fun!
The student I wrote about here was the same who refused to paint the week before
because he was afraid of failing. I spoke to him about a project I was working on in which I had
to restart different sections multiple times because I just could not get it to look right. Using
need-supportive strategies, I empathized with this student and got him to look at his work from
another perspective. He was able to come back, the next week, and begin working on his mask
design with confidence that he could do it.
Example Three: Journal Eight, October 29, 2020
A 5th grader, on the other hand, is struggling. She needed me to validate her fears about
messing up. I told her it was okay. She felt that she had messed up her design by adding
too many teardrop shapes around the main shape. I asked her to name a shape that she
really likes, and she told me it was a “heart.” I showed her how she could incorporate the
heart shape into her design by carefully placing a few of them in a symmetrical pattern.
She is working again. Here is a clear example of resilience. She hit an obstacle that
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threatened to derail her work. I served as an intervention with need-support, and now she
is back on a stable trajectory and climbing.
In this and the previous example, I used my need-supportive teaching strategies to help
both of these students meet their learning objectives by creating an artwork using many kinds of
shapes, use the principles of design in their artwork, and recognize how the elements of artwork
together to create unity.
2. In what ways does my practice of need-supportive teaching promote motivation among
students with LD in art?
In the interviews, both Thomas and Christopher referred to how I was as a teacher and
how my relationship with them helped keep them motivated to keep working on their art.
Christopher stated that my personality as a teacher helps him feel motivated and that he feels safe
because he trusts me.
You always make it fun because you are funny. You make awesome drawings. And, well,
you’re a really nice guy. I feel very safe because, like I said, you are an awesome teacher,
you are nice and you are funny and all that stuff, And, I can trust you.
Thomas stated that he enjoys what we do because I give them projects that he enjoys.
“Oh, the project I did in Art class was the mask one, and it was very fun. It was satisfying
and interesting. I always been wanting to do that, and I love masks and are just cool, and
I love wearing them, and tinfoil is fun to play with.”
Thomas went on to speak about his favorite projects including painting and a clay project
from the year before, “my most best-ever Art project I did best was, I think it was the clay
project and it was very special to me, and I love it, and it was last year.” What made it special
was his mother’s reaction to his sculpture, she told him that it reminded her of an antique cup. I
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listen to my students’ needs and adjust my lessons accordingly. With the mask project, I did that
one specifically with my students in mind, because I knew it was a lesson that they always
looked forward to and I knew they would enjoy it.
Example One: Journal Seven, October 28, 2020
It worked!! My pep talk with my 5th grader last week worked! The class began designing
their tinfoil masks. My student put extra effort into his work, actually incorporating
elements from some of the video’s masks. In fact, about 90 % of the class pur great effort
into their designs. They seemed to love working on masks. I cannot wait to help them
shape the tinfoil to the face molds. It is going to be fun!
I again return to this journal entry because it demonstrates how using need-supportive
teaching strategies helped to motivate this student to learn and grow from his work. The week
prior he was afraid to continue for fear of messing up his artwork; now, he was ready to take
chances and create something bold.
Example Two: Journal Eight, October 29, 2020
“This 5th grader is highly motivated today! He never works in such a way in Art class.”
In the previous examples, I highlighted an instance where one student was highly
motivated to complete his work and engage in art class. Because this was a self-study and not a
study designed to measure how students are motivated by my instructional practices, I cannot say
for certain that there is a direct connection between my teaching and students’ motivations. I can
only infer that there may be a connection between the two. I regarded this as significant because
he had never sought to be an active participant in my art classes before. He always sought to do
the minimum amount of work to get a “Satisfactory” grade in my classes before. Seeing my
excitement, teaching about African masks and my enthusiasm for helping students meet their
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learning objectives to be successful in their art may have helped motivate this student to try his
best and push past doing the bare minimum.
Example Three: Journal Nine, October 30, 2020
Creativity has exploded in my 4th-grade class! Students are highly motivated by this
lesson on non-traditional architecture. Amazed by Frank Gehry’s use of both geometric
and organic shapes in his architecture. Students seem really excited to show me their
creations. I think it was my interest in showing the non-traditional architecture that
sparked the students’ interests. They saw I was really into the subject, so they bought in.
I returned to this above journal entry because it highlights how my enthusiasm for
teaching a particular subject can serve as a lightning rod for student learning. I have a great love
for architecture and am always astounded by different architectural feats such as Antoni Gaudi’s
works in Barcelona or the simplicity of Frank Lloyd Wright. I share this love with my students
when I teach about architecture as I did during the second quarter unit on Shape with 4th grade. I
engaged in constant conversation with my students about the architecture we were studying,
eliciting responses not just about whether students liked what they saw, but why did they like it,
or not like it. I took every student’s opinion into account and validated what they had to say
about the Art. As a result, students were eager and motivated to share their likes, dislikes, and
understandings with me and their peers.
3. In what ways does my practice of need-supportive teaching cultivate academic resilience
among students with LD in art?
As evidenced in my journal entries, making art can be very stressful for many students for a
variety of reasons, including fear of failing. These stressors can make it difficult for students to
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proceed in their work. However, it remains a goal that I provide students with interventions that
will help them overcome these stressors and become academically resilient in my art class.
Example One: Journal Three, October 14, 2020
Had a conversation with a 5th grader this morning. He wouldn’t paint, no matter how I
pressed. Finally, I walked over to him and knelt in front of his table. I asked him, “talk to
me, what’s wrong?” It took a little while for him to respond. Basically, he did not want to
finish a painting because he was afraid of screwing up (his words). I told him that making
mistakes is a natural part of art. We have to make mistakes in order to learn.
I presented multiple examples of times when students encountered stressors and obstacles
in their work, situations that often would impede them. After providing an intervention of some
kind I saw many students try again and work past their obstacles. These are instances where
students showed a sense of academic resilience. Christopher spoke about how he would
constantly ask his friends their opinions while in Art class. If things were going awry, he would
ask them, and they would provide positive encouragement for him to continue.
And, then, I wanted to make it look better. But, like I said, I could just show it to the rest
of the class, bring… And, get a different perspective and, then it’s not going to be, ‘Oh,
it’s, it’s a bad paper Christopher.’ It’s gonna be, ‘That’s a great paper Christopher.’
Sometimes the intervention can come from my students’ peers to help them right
themselves and bring them one step closer to achieving resiliency.
4. In what ways might my practice of need-supportive teaching be improved through selfstudy?
Teaching is a reflexive process where one plans, executes those plans, and then reflects on
the execution of the plans to better support student learning in the future. Knowing this, I kept a
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reflexive journal throughout the course of this study. In the journal I confronted my fears and
apprehensions to teaching certain subjects or grade levels. I also recorded interactions, good and
bad, with students and classes as they occurred in real-time. Keeping a journal for future practice
can only help to strengthen my teaching practice. By writing about these situations and then later
reading and rereading them I may adjust my practice on a weekly basis.
Example One: Journal Ten, November 2, 2020
Am I genuinely effective? I know that I am because I have students who show me that
they understand the concepts I am teaching by creating successful artwork. I see it
happening, so I know that I am effective with some classes though I just do not know. I
realize that all students are different, and no matter how cool or interesting I make a
lesson, not all students will positively respond to it. It feels disheartening at times.
Nevertheless, I know that I am effective. I guess keeping a reflexive journal is making me
think about things in more profound ways. In some cases, am I being need-supportive
enough? It focuses on the social context of learning, and it is grounded in SDT. Do I
provide enough emotional support to all of my students or just the ones receptive to my
teaching? No, that is not true. I provide the same level of support across the board,
adjusting it according to individual needs. I do provide students opportunities to
experience autonomy, and I do my best to make them feel a sense of belonging. That
fosters motivation. Resilience happens as well. Today I had a student have to restart, and
he came back at it better than before. He was even excited to show me. So, am I
effective? Definitely, yes.
Had I not been engaged in a study of my practice; I do not think I would make such in-depth
and critical thinking as evidenced in the above journal entry. Engaged in this study, I was forced
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to confront my ideas about teaching and my fears, though somewhat irrational, over whether I
was need-supportive enough. I believe that studying my practice has had an enormous effect on
how I teach and how I interact with my students. Reflexive journaling proved to be an ideal tool
for study, as it helped me identify individual students who might have been struggling on
projects and how I initially responded to their needs. After writing and then analyzing what I
wrote, I have been able to come back to these students with fresh eyes and assist them in
following weeks with more targeted support.
Example Two, Journal Two, October 9, 2020
Providing extra context for the assignment – Abstract painting really changed the
atmosphere of the class. Students have become more engaged and interested in their
tasks. I say, “I really like how you are interpreting the colors on your landscape.” Positive
praise is going a long way in how the students are working.
The project that students worked on when I wrote this entry was largely successful with
several classes. It was a painting project of a landscape. I provided my students with a
photograph I took outside my classroom. Students had to draw and paint their scene. As the week
went on, I thought about changing the intentional language of my directions. I reminded students
that we had previously been working on abstract art and of the differences between abstract art,
realism, and non-objective. I suddenly thought, what if I suggested students begin painting in an
abstract manner. Most students rose to the challenge, and I saw much more creativity coming
from my students. No longer were students using traditional grays, greens, and blues for their
paintings. I had students choosing pink and magenta, orange, and yellow to paint their
landscapes. Going back and rereading my journal I realized that when I changed the language, I
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was using to give directions, it opened the door for students to have more creative ways to
express themselves.
Example Three: Journal Eight, October 29, 2020
One 5th grader, on the other hand, is struggling. She needed me to validate her fears about
messing up. I told her it was okay. She felt that she had messed up her design by adding
too many teardrop shapes around the main shape. I asked her to name a shape that she
really likes, and she told me it was a “heart.” I showed her how she could incorporate the
heart shape into her design by carefully placing a few of them in a symmetrical pattern.
She is working again. A clear example of resilience. She hit an obstacle that threatened to
derail her work. I served as an intervention with need-support, and now she is back on a
stable trajectory and climbing.
Example Four: Journal Nine, October 30, 2020
Sometimes I have students struggle with drawing their mask design. Two 5th graders
struggled. One had difficulty with the symmetry. I knew there was no way that I could
console them enough to keep working, so I did what I rarely do, I gave them a do-over.
After they started over, they seemed to return towards a typical trajectory, both in some
creative ways. Everyday academic resilience is happening in my classroom.
In the above examples, I wrote about students who were struggling in their work. One
student feared she was messing her work up, while the latter two could not get their designs to
look as the envisioned them. With the one 5th grader, I provided her with reinforcement that she
could be successful by gathering more information from her about what types of shapes she liked
and then modeling for her how to use those shapes in a new and creative ways. With the other
students, I recognized that they both needed a do-over to be successful. Reading and rereading
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these passages later helped me to see smaller and incremental impacts I was making with
students. Engaging in reflexivity helped me see the successes I was making in my teaching.
Moving forward with my practice, I will take these lessons learned and adjust my teaching in
ways that will support student achievement and learning.
5. What might I learn by creating visual portraits of my students?
I wanted to understand my two participants and I wanted to synthesize what I learned
about them in an art form similar to transliteration. Working on these portraits forced me to
iteratively review the interview transcripts to discern what the boys were saying. I learned from
creating portraits that both boys in my study are strong-willed and very talented. They possess a
strength about them as well as deep vulnerabilities that lurk beneath the surface. Christopher
often referred to making art with his friends, so I incorporated that language into his portrait. I
incorporated a round ellipse, circling the text to represent the round table that Christopher works
at with his friends. I also added various types of lines into the background of Christopher’s
portrait to represent his favorite project, the crazy quilt.
Thomas is more guarded than Christopher, so I chose to draw him with his face mask on
but pulled down below his chin. I felt it was important to show him as someone very open to
other people, yet he can put up his guard at any moment. Thomas needs to know how his family
feels about his artwork, so I included a motif of clasping hands, representing the close bonds in
his family. I drew a pinch pot in Thomas’s portrait to represent his favorite creation made out of
clay. I also incorporated the image of a paintbrush to signify his love of painting.
Recognizing that the creation of artwork is akin to inquiry, I chose to represent both of
my student participants through visual, symbolic, and textual means. Keeping these portraits
monochromatic, that is to say using only values of white, black, and gray, was a stylistic point. It

148

is often said that life is not black and white, that it consists of many shades of gray, and I wanted
to represent the complexities of the boys in these shades of gray. I feel, in these visual portraits,
that I have captured and sense of who Christopher and Thomas are and how they feel about Art
class.
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CHAPTER 5
DISCUSSION
This inquiry was born out of my need to understand how my practice of need-supportive
teaching affected my students and their learning. A teacher in a need-supportive environment can
support all students with well-timed responses. To promote intrinsic motivation of students in an
art class, their three basic psychological needs of autonomy, competence, and relatedness must
be met; this is the tenet of SDT (Ryan & Deci, 2000). Through need-support, a teacher can
address these needs within the social context of the art classroom, promoting engagement and
learning (Stroet et al., 2013). To accomplish this, teachers need to cultivate positive relationships
with their students.
The art classroom can be place where students and the teacher (as I found) can
experience varying levels of stress. For students, it could be that they lack the innate talent to
draw or paint. For the teacher, as evidenced in chapter four, there was stress with teaching in an
unprecedented pandemic: COVID-19. Knowing the stressors that my students may experience
prompted me to adopt a need-supportive stance when I started teaching students with emotional
and behavioral (E/BD) disorders in the two years prior to the pandemic, which subsequently
forced my district to shut down live classroom instruction in March 2020 and move learning into
online learning. The pandemic and returning to brick-and-mortar instruction in August 2020
proved to be very challenging for students and myself alike.
When I began my work for this dissertation, I was primarily focused on working with
students in the 5th grade with emotional/behavioral disabilities. Decisions made at the school
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district level changed those plans when they moved our Support Behavior Program unit
elsewhere to another school. I then shifted my focus to students with learning disabilities. With
the unprecedented arrival of the COVID-19 global pandemic, I needed to adapt once more.
While we have many 5th grade students enrolled in my school this year, very few receive special
education services. As a result, I broadened my inquiry to include all of the students I teach. As
such, I kept a reflexive journal where I recorded the events that occurred during different classes,
both f2f and online, and interactions-- positive and negative--with students. I became enmeshed
within my need-supportive teaching practice, viewing it with both an insider/outsider status by
reading and rereading my journal repeatedly. I was heavily influenced by Stake (1995) and the
naturalistic paradigm, which posits that there are multiple realities within the inquiry. There is
my teacher-centric reality, what I know to be true in my classroom. Then there is a studentcentric reality that I learned from my students’ perceptions. Finally, a newly constructed reality
consists of what I learned from conducting my self-study.
I was additionally guided by a 1978 essay by Elliot Eisner, “What Do Children Learn
When They Paint?” I drew parallels between Eisner’s article and my teaching practice among
varying grade-levels. In that essay, Eisner identifies nine consequences of what children learn
when they create art. Among those are motivation, satisfaction, and making judgments. Students
learn that when they make a starting mark on a paper, they control what they are creating.
Initially, students learn that they can create through various media and tools and when they make
an initial marking on a paper or canvas, they are creating something. The act of creation may
provide for intrinsic forms of satisfaction. The knowledge that they create comes from
experience. Indirectly, children learn that actions have consequences. One mark on a paper can
lead to multiple artistic choices. These consequences can serve as a positive impetus and spur
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further creative actions or they may lead to what the child sees as a perceived mistake and,
therefore, may become a stressor threatening to derail the entire artwork.
Eisner (1978) recognizes the relationships between creating symbols and symbolic play.
Created images lead into imaginary play. In Journal Nine, October 30, 2020, I wrote about a 4th
grade project about architecture. I found that when teaching this lesson, my students were
especially inspired by the architectural examples they viewed and as a result, their drawings
became more creative. A house drawn with geometric and organic shapes can spark imagination
and excitement to learn where these types of structures exist in real-life. Additionally, I surmised
that my excitement of the material served to jump-start the creativity in my students because they
saw that I bought in to the learning.
By allowing students to recognize they have control is a valuable tool, as evidenced by
my journal entry where students began painting their landscapes abstractly. Eisner (1978) stated
that when children work with materials and benefit from knowledgeable and responsive
teaching, they increase their powers to conceptualize visual ideas and effectively express them.
He speculates that a longstanding goal of education is to empower children to think for
themselves, be autonomous in their work, and become independent. In reading through my
reflexive journal, I found many connections between Eisner’s work (1978) and my teaching
practice. Students develop skills necessary to create illusions and design visually persuasive
content (Eisner, 1978). The development of competence becomes one of the most important
sources of satisfaction for students. Eisner expressed it overtly when he stated, “Children learn to
become more competent when they paint” (p. 8). I saw this when my 5th-graders asked me if they
might paint abstractly. The creativity I saw in my students that day was awe-inspiring, and I
could see that they were working with autonomy. They were motivated to see their work through
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to the result. Most students took risks. This harkens back to Eisner’s first consequence that
artistic choices have consequences of their own. My students flourished when given the choice to
experiment with ways to complete their artworks.
Conclusions
Given that my study was on my own teaching practice, I was afforded great amounts of
time to explore how I was teaching and how I was interacting with my students. Keeping a
reflexive journal as my main data source truly helped me see how situations occurred and were
handled in my art classroom. Additionally, I conducted two sets of interviews with two student
participants to gain another perspective on my teaching. My student participants also created
some art/sketches as additional data I collected. Seven themes emerged as I analyzed the data
collected from my journal. These themes were: Frustration/Fears, Empathy with Students,
Choice, Successes in Teaching, Motivation to Learn, Resilience in Action, Caring and Support,
and Listening to Students. An additional five themes emerged from the interview data:
Freedom/Choice, Need-Support, Making Art with my Friends, Comfortable, and Calm. In this
section the conclusions are presented as a breakdown of the themes that emerged in chapter four.
Frustration/Fears. Frustration/Fears fell into a broader category of Teaching in a
Pandemic. As evidenced in my reflexive journal, I felt very apprehensive at the start of this
school year because I found that I would be teaching both F2F (brick and mortar) classes and
MSOL (online), though not, thankfully together until the third quarter where I taught a hybrid
class. The abrupt, unprecedented circumstances altered the way I taught. My classes only came
as singles, as opposed the classes and a half that I previously taught. I also needed to provide
students with their own bag of art supplies. The curriculum was the same for both f2f and
MSOL. I was teaching from a computer and at first merely regurgitating the information glaring
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across my classroom TV. In the beginning, teaching over Zoom was an awkward experience;
Joseph (2020) reported this to be a case when schools shifted to online learning back in March of
2020. It took a while to find a balance of how much information I presented and how much
students were supposed to work on independently. Teaching over Zoom coupled with new
procedures for my classes and how I taught led to me feeling frustrated in the beginning and I
had fears where I was doubting the work I was doing. In one of my journal’s entries, I examined
my fears directly, posing questions about my effectiveness. In my first journal entry, I
recognized immediately that I was struggling as a need-supportive teacher in this new
environment. This theme helped me realize that I am not a perfect teacher and I struggle along
with my students.
Empathy with Students. Empathy with students emerged when I found myself listening
to how my students when they were struggling. As difficult as it was for me to begin this school
year so differently, I did not immediately see how what effect this new environment had on my
students. When I stopped and really listened to and spoke with students, I began to empathize
with their fears and frustrations. I found that when I showed empathy, my students relaxed in my
class and began to try new things. Some students who one week would not work because they
feared failing, excelled the following week after I engaged with them about what they were
feeling. I did not notice, however, if my students were becoming more empathetic with each
other. This could be an area for future study.
Choice. When I provided my students with choices in how they worked on their art I
found they flourished. When I gave students the choice to paint either abstract or traditional
work, they felt competent and gained the confidence to try new things. By offering choice into
my teaching as a way for students to explore art concepts on their own, choice may have
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contributed to the students’ growth and confidence. Other factors included my use of intentional
language (positive and constructive praise) as students worked and the open environment of trust
in the classroom among the students with their peers and me. Many students took risks and
gambles as they experimented with their art. Since the provision of choice is something I have
found to be an excellent motivator for students to take risks, I will be ever more conscious of
using this valuable tool in my future lessons.
Successes in Teaching. From reading and rereading my journal entries I found evidence
that there were successes taking place in my classroom. I recorded when a lesson over Zoom
went well and how students responded positively toward their projects.
I remember what one student said to me last Friday. He told me that he really did not get
art at his old school and liked it here. The reason, he said, is I allow him to express
himself. I think that is a true statement for most of my kids. Another student said her
mom really liked her Stella artwork, and the students thanked me for its opportunity.
Truth be told, her final piece was outstanding, but I fostered her creativity and the
motivation to do the best work she could do. That is what it comes down to, motivation.
I celebrated these successes because I could see proof that I provide my students with
opportunities to shine and be successful. For a school year fraught with challenges, there was a
great deal to celebrate.
Motivation to Learn. My students work better when they are motivated. When my
students take an interest in their learning, I found they were more engaged with the project. As
explored in chapter four, I had students who never excelled in art before taking risks and trying
new things because they really enjoyed what they were working on. Their interests served to
motivate them to work. Stroet et al (2013) stress that it is crucial for students to experience their
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engagement in their learning task as something that they choose for them to feel like they are
working with autonomy.
Resilience in Action. When a student can successfully adapt to a situation despite stress
or adversity, they display aspects of resilience (Masten, 2001; Masten & Coatsworth, 1998;
Southwick et al., 2014). When students successfully encounter stressors within the classroom
context, complete their learning tasks, and achieve success they experience academic resilience
(Furrer et al., 2014). My journal contained several references to when certain students struggled
to complete their work. In those cases, I provided a timely intervention as a means to support
them. Individuals can successfully adapt to situations despite encountering stressors when certain
interventions occur to help them through (Masten, 2001; Southwick et al., 2014). Sometimes,
allowing a student to restart their work with a new paper can be enough of an intervention to help
them succeed.
Caring and Support. When I investigated this theme, I found instances where students
provided their peers with support to carry on. In the literature I cited in chapter two, I found that
when teachers can respond to students’ needs through emotional support, teachers are helping
meet the students’ basic psychological needs promoting autonomous behavior. These teachers
who can effectively connect with their students in this way are more likely to promote intrinsic
motivation (Ryan & Deci, 2000) and combat disengagement (Ruzek et al., 2016). While I do
provide emotional support to most of my students (see chapter four: Journals Three and Seven), I
saw greater instances of my students providing emotional support to one another (Journal
Thirteen). In an environment of care, students can really step up and support each other in some
ways that I cannot. However, the caring and supporting environment has to be established first,
through the relationships with students I cultivate over time.
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In terms of caring and support, and empathy, I would be remiss if I did not mention Nel
Noddings and caring as relation. As teachers, when is it appropriate to set aside the need to learn
a specific aspect of a subject area and address an articulated need of a student for emotional
support (Noddings, 2012). Throughout my self-study, I have found that this type of support may
happen on the spot. When my 5th grader was struggling that she was not doing well on her mask
design, I went to help her by talking about shapes to help her brainstorm ways to enhance her
design. I empathized with her, providing emotional support because she was upset that what she
wanted to do was not working. I had a personal connection to this student; this interaction was
fundamental to the idea of Noddings’ (2010) caring as relation. “Time spent on building a
relation of care and trust is not time wasted” (Noddings, 2012, p. 774).
Listening to Students. The best way to know if I am effective in my teaching style is to
ask my students directly what their perceptions of my teaching style are as suggested by Reeve
(2016). When asking my students (see Journal Sixteen) what their perceptions of my teaching are
I learned first-hand the type of teacher I am. My interviews with Christopher and Thomas further
illustrated the environment of caring and respect that I promote in my classes. Christopher and
Thomas referred to my “fun personality” and how it helped them achieve a level of comfort and
calm in my classroom that enable them to succeed.
Remaining Themes. The remaining themes that emerged from the interviews I
conducted illustrated my temperament towards students and their comfort level with me. My two
student participants shared what they perceived as motivations to them and their relationships
with their peers. Both Christopher and Thomas recounted past projects they truly enjoyed as well
as showing their enthusiasm for the mask project. The way they spoke about past projects helped
me understand that I have been promoting intrinsic motivation before this novel school year. The
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remaining themes of Making Art with my Friends, Comfortable, and Calm came directly from
the transcripts of my interviews with Christopher and Thomas.
Connections to the Literature
Need-Supportive Teaching. In what ways does my practice of need-supportive teaching
guide 5th grade students with LD to meet learning objectives in art? Ryan and Deci (2000)
theorize that human motivation is built on the assumption that people acquire an active
inclination towards growth. Because of this, people strive to learn, seek challenges, and stretch
their capacities (Stroet et al., 2015). Another assumption is that people tend to place themselves
with others who share their proclivities and goals. Finally, there is an assumption that people
must feel competent in their activities. A motivated person can work on something autonomously
without the need for extrinsic reward. According to Stroet et al. (2015), while a need-supportive
teaching style might indicate beliefs about the nature of students’ motivation, they are not a
specified set of skills and strategies. There is difficulty in studying teacher-student interactions
because these occur within the classroom’s social context, with multiple students being present.
The classroom is a large space with many witnesses and many needs competing for the attention
of both the teacher and student. Thus, teacher-student interactions affect the students who are
targeted in the exchange and are not directly involved in the conversation. Despite these
difficulties, researchers agree on three dimensions of need-supportive teaching that will
supplement one another in influencing students’ need satisfaction: autonomy support, structure,
and involvement.
The first dimension of need-support is autonomy support. Autonomy supportive teaching
occurs when it provides students with chances to articulate their beliefs, opinions, and
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perspectives on a given task. Autonomy support also involves giving students choices in how
they work. Evidence of autonomy support can be found in my journal:
Abstract painting really changed the atmosphere of the class. Students have become more
engaged and interested in their tasks. I say, I really like how you are interpreting the
colors on your landscape. Positive praise is going a long way in how the students are
working.
Providing my students with a choice in how they completed their paintings was a form of
autonomy support, because students were free to explore different options on their own and not
follow a traditional or prescribed style of painting. Stroet et al. (2015) suggest that choice is
achieved by encouraging importance through “meaningfully connecting the learning task to a
goal that is of personal value to the students” (p. 588).
With one student, this morning, I offered him a choice in how he wanted to represent his
building design. Another student I challenged to think outside the box and create a taller
building next to his shorter one and connect them with a bridge. I believe I saw more
creativity in how they produced their building designs.
The two students referenced in the above example were never as engaged in art projects
before our unit on architecture. I found that I ignited a spark within them and by giving them
choice they had the ability to push past whatever artistic limitations they had in the past.
The next dimension of need-support is the establishment of structure. Communicating
clear and consistent guidelines for learning activities and being available to students when they
have questions is essential for providing structure. Additionally, fostering the students’ views of
success in the learning activity can depend more on internal and manageable factors than inborn
talent can add to the provision of structure (Stroet et al., 2015). Helping students meet the
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learning goals and expectations when working on their art is more important to help them
achieve success rather than focus on a natural talent that may or may not be there. For every
lesson I teach there are learning objectives that serve as parameters for students to engage with
their learning. They are “I can” or I will” statements, i.e., I can explore different kinds of textures
in my artwork. As explored in chapter four, the curriculum I taught from offered many learning
objectives for my students to follow. I used the 5th grade mask project as an example for how I
implemented the dimension of structure as I had included specific learning objectives for
students to follow.
Finally, involvement is the final dimension of need-supportive teaching. A needsupportive teacher shows involvement by being available to all students, demonstrating their
warmth and interest, and encouraging empathy in class. Involvement is evident here in this
example from my journal: “One of my 5th graders responded very well to the positive praise I
was giving him. He was already doing well with his mask design, but my intentional language
and encouragement pushed him over the line.”
Motivation. In what ways does my practice of need-supportive teaching promote
motivation among students with LD in art? Motivating my students to engage with their learning
is my ultimate goal as an educator. I want all my students to work on their art because they want
to create something special and unique.
Mask designing is in full swing. Christopher likes this part because he uses sharpies and
enjoys working with the tinfoil’s metallic sheen. He tells me that he is working hard to
live up to his brother’s mask, which he always thought was cool. Thomas likes drawing
his design; he’s been looking forward to this project for some time. He enjoys drawing
and working his best because he has a vision for how the final piece will look. One of my
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5th graders responded well to the positive praise I was giving him. He was already doing
well with his mask design, but my intentional language and encouragement pushed him
over the line.
I work hard to promote each project my students work on as being something special. I was
devoted to helping my students put forth their best effort and take pride in their work. For 5th
grade, the mask project is special because it is only done when students reach that grade level.
As a need-supportive teacher, I am respectful of my students’ perspectives and the initiatives
they take. My tone is almost always understanding; I do have my moments where frustration gets
the better of me. However, I tend to regroup fairly quickly and meet students with little
judgment. It is vital for students to feel like their teacher is an ally and here to help and support
them (Reeve, 2016b). I try to foster this sense of relationship with all students. Autonomy begins
on an interpersonal level where the teacher understands the limitations of his or her students and
instructs in ways that help nurture and grow students’ abilities to function independently. I do
consider myself an autonomy-supportive teacher. Reeve (2016) lays out three stages of
instruction for the autonomy-supportive teacher:
1. Pre-lesson Reflection: Planning and Preparing
2. Lesson Begins: Inviting Students to Engage in the Learning Activity
3. In-Lesson: Addressing and Solving the Problems that Arise
In my journal, I addressed these stages when writing about the 5th-grade mask project.
Based on previous experience, I knew that students look forward to making masks, so I found an
opportunity to present this lesson while still adhering to the curriculum that the district
purchased. Taking the students’ interests and perspectives in mind helped me plan this lesson
effectively. When the lesson began, I followed Reeve’s (2016) plan with “vitalizing inner
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motivational resources” (p. 136). Making tinfoil masks is an inherently exciting project for
students to work on.
Once I introduced the concepts (African mask culture, geometric shapes, and symmetry),
I modeled for students how to prepare their tinfoil with geometric and symmetrical designs and
patterns. I wrote extensively about how some students excelled or struggled to shape the mask; it
comes with a moderate amount of difficulty depending on the students’ hand sizes. Larger hands
can shape more of the mask at two ends than smaller hands. Still, everyone tried, and no one
gave up. I was there for every student, sometimes offering comforting words of support,
sometimes physically helping them shape their mask. If my teaching style and practice had been
different more students might have given up instead of persevering through various difficulties.
By addressing problems head-on, I was able to curb any negative affect students might be
feeling. As a result, I saw many students displaying qualities of resilience.
Academic Resilience. In what ways does my practice of need-supportive teaching
cultivate academic resilience among students with LD in art? Academic resilience is a
heightened probability of academic success despite adversities (Cassidy, 2015). Being
academically resilient is to overcome setbacks and challenges that are a part of everyday
academic life. In the art classroom, a setback or challenge may look like erasing too much and
needing to restart with a new paper. It might also look like a student having difficulty executing
their vision on paper. Academic resilience is evidenced here in this journal entry:
A 5th grader, on the other hand, is struggling. She needed me to validate her fears about
messing up. I told her it was okay. She felt that she had messed up her design by adding
too many teardrop shapes around the main shape. I asked her to name a shape that she
really likes, and she told me it was a “heart.” I showed her how she could incorporate the
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heart shape into her design by carefully placing a few of them in a symmetrical pattern.
She is working again. Here is a clear example of resilience. She hit an obstacle that
threatened to derail her work. I served as an intervention with need-support, and now she
is back on a stable trajectory and climbing.
Academic resilience is an area for future study I would like to explore. Cassidy (2015)
introduces the Academic Resilience Scale - 30 (ARS-30). The basis for his research is providing
college students with vignettes illustrating a particularly devastating scenario affecting them
directly and another one that affects a peer. This might provide for interesting data if modified
for upper elementary students.
Teacher as Researcher. In what ways might my practice of need-supportive teaching be
improved through self-study? Given that my self-study occurred over a few months, I had the
ability to thoughtfully examine my teaching practice. Ideally, according to Herrmann (1989), an
accurate ethnographic study in a school should last an entire semester, if not a year. It requires a
full commitment from the teacher as a researcher. The teacher as the researcher is in a unique
position because they are already situated within the classroom context. As such, they may gain a
deeper understanding of their teaching practice and how their students are learning (Herrmann,
1989).
As a researcher, like Herrmann, I had the opportunity to genuinely listen to what my
students were saying. I was able to alter lesson pacing accordingly if I noticed students who
struggled. By listening to my students, I further developed my empathy skills, as evidenced in
this journal entry:
Had a conversation with a student this morning. He wouldn’t paint, no matter how I
pressed. Finally, I walked over to him and knelt in front of his table. I asked him, “Talk to
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me, what’s wrong?” It took a little while for him to respond. Basically, he did not want to
finish a painting because he was afraid of screwing up (his words). I told him that making
mistakes is a natural part of art. We must make mistakes in order to learn. I told him
about a color piece that I am working on. It is a Batman and Superman cover that is
taking a very long time to complete. Well, the point is, I told him that I reworked the skin
on Superman’s face four times, the blue of his costume eight times, and I am working on
the 5th revision of the red and his cape. I told the student that mistakes have to happen for
artists to grow. I went further and said to him that I would rather see him make a mistake
rather than not try at all. I think I got through to him. There was not enough time left for
him to get his supplies and start, so I gave him a pass on this project. Hopefully, next
time will have a better outcome. Need-supportive teaching is essential for virtually all
students.
The next week, I found this particular student went back into his work and completed his
artwork. Keeping a record of what happened with the student examined above helped me to look
back with fresh eyes how he would work moving forward the next week. I was forced to
recognize biases that I had such as thinking that by the 4th grade a student would be responsible
enough to advocate for himself. I was forced to confront my fears of being ineffective, and I
could see tangible proof of successes in my teaching. By keeping a journal and recording
situations daily and weekly, I improved my practice of need-supportive teaching at incremental
levels.
Arts-Based Research. What might I learn by creating visual portraits of my students?
When we look at things from a different perspective, we may know more of what is unknown.
These things may not always be measurable. Inquiry can be inventive and revealing of the rich
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complexities of subjects being studied through natural meetings and being methodical and
meticulous (Sullivan, 2006). Visual portraits allowed me to look more closely at my student
participants. A qualitative researcher can move fluently between different forms to another, i.e.,
text to visual. An interview text may be translated into a graphic format (Leavy, 2015). The
visual portraits I created followed this idea by Leavy and were further guided by Jongeward
(1997). Jongeward recognizes that artistic practice is both a statement and an activity of inquiry.
My portraits made a statement about my participants, what I learned about them and from them.
Drawing helped me synthesize the data further by forcing me to translate their words into visual
forms, i.e., a paintbrush representing a favored activity and a clay pinch pot to describe a past
project that solicited joy.
Implications for Future Practice
While this is a self-study that takes place within an art classroom, I have attempted to
present what Stake (1995) calls naturalistic generalization in which the results of my self-study
might be generalizable for teachers of other school subjects. In my writing, I attempted this by
creating a “vicarious experience,” providing rich and descriptive details that would place my
readers there. These self-study implications are wide-ranging from a micro level of teachers of
the arts and other subjects conducting their own self-studies to learn how their teaching practices
affect students’ learning. Reading the findings from my self-study may help other teachers who
struggle with motivation and resilience in their classrooms. On a macro level, seeing the results
of this study might prompt them to hire more art teachers who would promote students’
creativity in new ways. School leaders might also see the benefit of offering professional
development opportunities for all teachers in need-supportive teaching and motivation.
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There is another implication for future practice and that is for use in teacher preparation
courses. I completed my dissertation during a time of great uncertainty for the educational field,
teaching during a Pandemic. What I learned about how need-supportive teaching can benefit all
students is virtually important for all teachers to know, especially those coming into the
profession, taking their coursework in college. Sharing my self-study further adds to its validity
according to Feldman (2003) because a self-study must be of value to others.
Moving forward, I could expand my study’s size to include more students who may not
necessarily receive special education services. Or I could focus primarily on students with
disabilities. The possibilities for future research are limitless. I would need to reevaluate the
interviews I administered for this study and tweak them for the future. Academic resilience
studies have primarily taken place at the college level. An adaptation of the Academic Resilience
Scale -30’s (ARS-30) use of vignettes (Cassidy, 2015) might be useful with simplified language
to help explore the role of academic resilience in elementary school classrooms.
As we move forward into a “post” pandemic normal, there is concern for the future of
arts education (Joseph, 2020). Technology for distance learning is improving and I now have
capability to perform “live” demonstrations of how to approach art projects over Zoom. It is
unclear at this present time if arts instruction will go back to full in-person learning, distance
learning, or a hybrid model of both.
Limitations
There are several limitations at play within my study. I did not employ the use of an
external audit (Lincoln & Guba, 1986) in which a non-biased third party reads and examines
documents for accuracy and truth to help ensure dependability and credibility. A second
limitation centers around the post-structuralist notion of power. As a teacher, I hold a certain
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amount of control over my students. Therefore, I cannot, with one hundred percent authority,
state that what my student participants said in their interviews was entirely truthful. It is possible
that by my position as their teacher, they may have answered questions in specific ways to elicit
a positive response from me. There are downsides to me researching my classes. My students
might assume that I already know what they know. They likely would not divulge what may be
evident to them; perhaps with an outside researcher, students might more openly share their
thoughts and opinions (Herrmann, 1989).
Additionally, my study only lasted for a few months. It might have provided more fruit if
the study had taken place over a more extended longitudinal period. Finally, hermeneutic
considerations posit that other researchers, teachers, and school leaders might view my findings
and analysis differently based on their pedagogy, beliefs, and worldviews.
Finally, I had to confront my bias based on what I envisioned as student participant
artwork and what was actually submitted to me. In my head, I imagined I might get an entire
paper for each drawing prompt I gave rather than a set of thumbnail sketches I received. My
expectations no longer became a limitation once I removed this bias.
Conclusion
In this chapter, I provided a discussion based on my research findings. I made
connections between my research questions and the literature I compiled throughout writing this
dissertation. The study was always meant to be a self-study of my teaching practice, specifically
a study of need-supportive teaching in art. My overarching goal was to see how need-supportive
teaching may impact the students’ motivation and academic resilience. The self-study allowed
me to make a methodical examination of my teaching by keeping a reflexive journal. In this
journal, I wrote about my classes, my students, and my instruction. I wrote about the ups and
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downs and successes and failures. Through these writings, I demonstrated growth in learning and
understanding. Each step brought me to being my ideal teacher. The path is far from over. Even
though this particular inquiry has ended, it has opened the door to future investigations and
future opportunities for self-study.
The current school year brought forth many challenges as educators were forced to teach
under unprecedented circumstances, teaching online and f2f during a global pandemic. I could
have written an entire chapter on the struggles of teaching in a pandemic alone. Keeping the
journal helped me see the tremendous growth I have made since the beginning of the school
year. Need-supportive teaching centers around three dimensions of autonomy supportive
teaching, structure, and involvement. Embedded within these dimensions are empathy, choice,
and availability. Throughout the course of this self-study, I saw how much I grew in compassion.
Listening to students’ fears and frustrations and altering my instruction or even how I spoke with
them affected their learning sometimes in significant ways. I was granting choice in how my
students expressed themselves helped spark creativity when there is a lack of global creativity.
Finally, being available and open to all students, both basic and students with disabilities, has
helped improve my art classroom’s very climate. Indeed, my practice of need-supportive
teaching was enhanced through a critical examination of my teaching.
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AFTERWORD
As I sit down to write this afterword, relaxing in the final cool grips of a bacterial
infection that kept me isolated from my classroom and my students in what are the last days of
the school year I could spend with them, I thought carefully about the path I took when starting.
A close and careful reading of my journal over and over seemed to bring up a resonating theme
within me, though probably not as explicit elsewhere in the study where it appears.
Effectiveness. What is effectiveness? What does it look like? Can it be measured? All last school
year (2020-21) were other people so closely attuned to my effectiveness as a teacher as I was?
The answer to that last question is yes, though not in the way I believe. Nevertheless,
worrying about my effectiveness as an educator seems a hollow statement without a bit of
historical context. The 2020-21 school year was the year of teaching in the Pandemic. In March
of 2020, our way of life changed when the novel coronavirus, or as I most commonly refer to it
as the COVID-19 Pandemic, reached the United States. I went home for spring break and then
stayed home. For the next two weeks, I stayed at home, uncertain of what would happen next,
and then, you will teach online for the rest of the year, they said. Do not worry; the curriculum
will be prepared for you, they said. All you need to do, they said, is set up a Zoom time for each
grade level to meet with you if they have questions or need help with the assignments. However,
remember, we are in new territory now, grade with love and compassion. Suddenly, however,
my best students seemed to drop off the face of the earth. Where did they go, or better yet, why
were they not submitting any assignments? I wondered why other students felt they could get
away with submitting Art that was clearly below the standards that I accepted in my classroom
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and, in some rare cases, plagiarized. What made it slightly more intolerable was the grand
decision that specials should not mark adverse progress reports for the fourth quarter. That
certainly made grading for report cards a truly grueling endeavor. It was here that I first decided I
was not comfortable teaching online. Who knew it would become more prevalent in my
professional life?
Teaching in a pandemic was one of the most difficult challenges I ever endured. Most
things modified; some things changed. I had previously spent 15 years as an educator learning on
the job to speak, find my way, and figure out what strategies worked best for my kids. And then
year 16 came, and I came to question everything on an almost daily basis, as I will explain.
To begin, we must go back to the very beginning. At the beginning of the school year, I
only found out that the school district made a unilateral decision that all specials (art, music, and
physical education) teachers would be teaching both in-person and online, though not
simultaneously. Other teachers were given a choice between the two. At the beginning of the
year, I wished that some sort of professional development would guide us in teaching a specials
class live over Zoom. That did not happen, so in the beginning, teaching over Zoom was
extremely difficult and challenging, and I began first to question my effectiveness. It also did not
help that P.E. coaches were hearing different messaging about instruction from district
administration than music teachers were hearing, which was yet still different from what was
communicated to Art teachers. I questioned a great deal, and I was pointedly questioned by
students and parents who thought my teaching style was less than ideal. If I could not manage
20 students in an online format, trying to show them what pages of the module they were
responsible for learning, then was I any good? I was verbally berated through private messages
or over a live Zoom call, with students present, from parents who were just as frustrated as I was
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about the curriculum but took it out on me because I was the easy target. I dreaded certain days
and certain online classes, as I felt like I was not a good enough teacher for them, and I could not
get the curriculum to work for me. I did not feel very successful, and you might say this sounds
an awful lot like the beginning of a story about resilience; you would not be wrong.
It did get better over time. Instead of just showing the pages I was told to show, I began
teaching the content instead. I was not a fan of all the district-purchased content, so sometimes I
would bring in outside videos or artwork that I felt were more relevant to what I was teaching.
What I found over time is that my online students, a majority at least, were more engaged than
they had been earlier on in the school year. I knew this because I had more participation from
students when I asked questions about the content I was teaching. So then, was I an effective
teacher, yes I was.
Teaching in-person is always a different story. Each school year, there are suitable
classes and not-so-good classes, excellent students, and, well, you understand. This year was no
different, except that it fell under the unprecedented COVID-19 Pandemic. Everything about
how I taught in my classroom had to change. One of the first things my principal told me was to
cordon off a section of my room that would be my space that students would not cross into. So, if
students could not walk into my space, did that mean I could not walk into theirs and circulate
the room as I did in years before? No, I could not cross because of COVID-19 and maintain
social distancing. Students could not share supplies. At the beginning of the year, I went through
all my supplies and donations from all the grade levels here at my school and put together supply
bags for each student, with at least a pencil, eraser, and either crayons, markers, or color pencils.
I was constantly replenishing my supplies throughout the year because I was still getting new
students who would need their supply bags. Multiple students would unavoidably touch any
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materials like the scissors carousel and paintbrushes that needed to be sprayed down and
sanitized after every use. All year we dealt with students and staff needing to go into isolation or
quarantine per COVID-19 guidelines following positive COVID-19 cases at the school.
Teaching in-person was infinitely easier than teaching online if not for the district-purchased
curriculum, which was the same as teaching online. The strategy behind this thinking of
everyone learning from the same curriculum was that if students shifted from online to in-person
and vice versa, they would not miss any content.
The district-purchased curriculum is what held me back most. For K through 5th content,
I felt that some of the 5th and 3rd grade work was too high while the K, first, and fourth were too
low. I wondered, how can I teach gesture drawing to 3rd grade, which is life drawing, a skill I
did not learn until college? I struggled through that entire unit. What saved me was a set of How
to Draw Anime books purchased for my Art department through a Donors Choose grant. The
books showed step-by-step progressions of drawing characters starting with a skeletal frame,
something I was teaching. The next stage was adding basic shapes and then adding details.
Successfully teaching gesture drawing involved modeling for my students how to draw while
looking at a model and using the Anime books; however, I did not consider this unit a successful
one.
Successful projects included the 5th grade African mask project and 4th grade architecture
unit. What made those projects so successful was the incredible amount of student interest in the
subject matter. Every year 5th grade students look forward to working on their mask project, and
this year was no different, though I had to make certain modifications before beginning. First, I
had to substitute plaster with aluminum foil. I could not maintain safe social distancing and nonshared supplies if I were using plaster. Second, students needed to wear gloves while working
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either on coloring or shaping their masks. Still, students had buy-in to the lesson because I was
genuinely excited about presenting this lesson to them. It was not a part of the curriculum.
However, it fits into the unit of geometric shapes.
My motivating style is one of pure excitement for this lesson because, I suppose, it is a
project that I wish I had the opportunity to do when I was in elementary school. Architecture has
always been a favorite subject of mine because I love buildings. I love unique building designs
and floorplans, and I enjoy architects who can employ geometric and organic shapes in their
architectural plans. When I teach architecture, I always teach Frank Lloyd Wright and his
masterpiece Falling Water to integrate organic and inorganic materials into his design and
building material. I teach Frank Gehry and his unique architectural style, as evident with the
Walt Disney Concert Music Hall. I also show my students a wide range of architectural examples
worldwide, from ancient to modern marvels. A little bit of a nerd comes out when I teach these
units: masks, architecture, and perspective. My kids see my excitement and love for these art
forms and get interested too. I have seen my students design beautiful multistory skyscrapers and
houses, colorful and pattern-filled masks, and beautiful penciled scenes in one-point perspective.
Not every student hits the mark, but when the majority do, I feel those successes, and my sense
of efficacy increases again.
Earlier I mentioned how this was starting to sound like a resilience story. Honestly, it is
one. I know that I have said it many times now, but I do not want anyone to forget, teaching in
the 2020-21 school year during a pandemic was incredibly hard. I found myself facing many
obstacles in my path. Teaching over Zoom for one. Teaching from a curriculum I was most times
at odds with was another. I was constantly questioned at every turn by parents about why my
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classes were not straightforward, like P.E. or music. There were troubles with students online
and troubles with students in person. Behavior issues. Meeting and missing deadlines.
Finally, to top it all off, my own unexplained health problems involving headaches since
the end of February. All of it came to a head one afternoon in March when I was sitting in a car
riders' dismissal room. Suddenly the weight of everything I was feeling came crashing down, and
I need to get off-campus. I remember as soon as I dismissed my last student, which another
teacher kindly took over for me because she could tell in my face that I was upset, I hurried to
pack my stuff and get to my car. Once inside, I just let go and cried, and I felt everything, and it
hurt.
Furthermore, it took a while to move. The thing that helped me the most during this time
and after was my support system. I am fortunate and blessed to have several friends at work, but
there is one, our music teacher, who is my best friend there. She gets me and counsels me when I
need it and even when I think I do not need it. I am resilient because I was able to push past all
those horrible obstacles to get where I needed to be at the end of the school year and the end of
my dissertation. Had I not sought out support from others, I did not know how successful I
would have been otherwise. Reflecting on this now, after my study concluded more than a few
months ago, I think about how important I was as an intervention of support for some of my
students when they needed the support most. However, I wonder who did I miss, and were there
others I could have reached? At this point, I will never know; I can only hope that next year I am
as reflexive as I am now.
Being a need-supportive teacher means that I can meet the basic psychological needs of
my students within the social context of the classroom. Need-support occurs when teachers can
promote students' autonomy and focus on cultivating relationships with students. Reflecting on
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this school year, I gave a great deal of time and consideration to what need-supportive leadership
looks like. For instance, what types of supports might my district have had in place to help me
better navigate this year? I have to take a few steps back here and look past my administration
because I have such great support from them, I have to look at the district. At a basic level, I am
thinking about the Elementary Art professional learning community (PLC). We do have one, and
it is housed on Yammer © on Office 365. Not many people used it this year outside of sharing a
few quizzes they made. When schools shut down last March, and we were virtual for the rest of
the year, my supervisors held a regular Zoom meeting every week for the Art teachers to jump
on either to ask questions, share or hang out. I was often just there to hang out, but it was nice to
get together and listen to ideas and see how other people dealt with the lockdown. I do not know
what it looked like on my supervisors' plates; however, a bi-weekly Zoom meeting to catch up
and share ideas and vent about the curriculum might have been quite beneficial for many people,
myself included.
Since all Art teachers would be teaching online at some point during their day, I feel it
would have been beneficial for the district to give the beginning of the year professional
development to teach Art over Zoom. More importantly, I believe knowing how they wanted us
to teach the course would have helped immeasurably. Did they want us to read the pages of
content with the kids/to the kids or show them the pages they needed to read on their own and act
merely as a facilitator? There was no guidance such as this in the beginning because we were
told that students would be working at their own pace. My music teachers were told something
completely different about their teaching content, and we have the same supervisors. I was
confused, and no wonder I was constantly questioned in the beginning until I took control of the
narrative and began doing things my way. A little guidance, though, could have gone a long way.

175

This sounds like an easy one and something that could easily have been found on a
Google search. It would have been helpful to know how to record a lesson over Zoom. It would
have been an easy search; however, when one is completely overwhelmed by the demands of
teaching a full day of six classes, f2f and online, a day and needing to lesson plan and grade
projects, the easy prospect of doing a Google search slides further and further away. So, the
request for a tutorial is not much, possibly a quick video tutorial that would show novice Zoom
users how to record the content they share with their students for students who miss the Zoom
session or for students who want to revisit the previous lesson.
Like the bi-weekly Zoom I mentioned above, this next suggestion is more for teachers'
mental health and resiliency struggling to make it while teaching during a pandemic. The district
might provide targeted check-in/check-out support for teachers every few weeks. We do checkin/check-out systems with our students. They usually last five to ten minutes. It can be an email
or a video chat from our supervisor. Just a quick, "Hi! How are you? What is going on? Is there
anything I could help you with/do for you?" Even if there is nothing the supervisor can do, it is
still a nice gesture that would be well received, and it might help improve teachers' motivation to
start a brand-new day with fresh eyes.
The final support that could have helped this year would be to waive the Art district final
for 4th grade. The reasons are legitimate. The district final is based on the standards and the
curriculum maps, which I helped write. This year, however, we did not use the curriculum maps
to teach. We used a district-purchased curriculum that overlapped a great deal of content but not
a lot of it. When I received a review for the district final, I was dismayed because most of the
content on the review was not covered in the curriculum I had to teach from this year. I am less
concerned about how my 4th grade students' test scores may impact my final evaluative score but

176

more concerned with how they must have felt taking a test that they were not accurately prepared
for. This brings me back full circle to the theme of effectiveness. I was not feeling very effective
when I looked at the test scores. With need-supportive leadership supports in place, I believe this
year might have gone smoother than it did. Nothing can erase the trials, but we can always look
back and learn and look forward if we ever find ourselves in this unprecedented environment
again.
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APPENDIX A: CASE STUDIES OF STUDENT PARTICIPANTS
Christopher, a pseudonym, is a nine-year-old boy in the 5th grade with a speech
impairment. His speech affects his communication skills, where it can become challenging to
understand what he is saying, but he had come a long way from when he was little. I have taught
him every year since kindergarten. My relationship with him is strong. He is an ideal student for
me to examine how my teaching affects his motivation and resilience. When Christopher works
on a project, he focuses on that project and is 100-percent engaged. When working on his tinfoil
mask design, he was hyper-focused on the design. When I asked him about his focus in casual
conversation, he told me that he wanted his mask to come out as nicely as his older brother’s
mask. Christopher thrives on praise from other people, his friends, and parents especially. I think
he is seeking some sort of validation from his brother because he liked his brother’s mask.
The day I sit down with Christopher, it is cold out, there is a slight chill in the air, and
Christopher admits to some nervousness. “I hope I do good for you today,” he says. “You will be
fine,” I respond. We sit down at a table in the far back of the media center, and as I take my
recorder out, I realize my rookie mistake. I failed to charge the recorder before using it.
Panicking a little, I hastily plugged it into my computer to quickly charge it for a few minutes,
hoping that the charge will last a while. Thankfully, three minutes is all it takes; I turn the
recorder on and say, “let's begin."
The questions I asked Christopher that I adapted from the Intrinsic Motivation Inventory
(Ryan, 1982) covered a broad spectrum of themes ranging from interest and enjoyment to
perceived competence. Christopher is apt for this type of study because of the interpersonal
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relationship I cultivated with him since he was five. He is a very social child who enjoys art,
namely because he gets to hang out with his friends, laugh, have some fun, and work on his art.
"I love doing Art class," he says. It was obvious from what Christopher was saying that I make
art so enjoyable for him. "You make it so fun because you are funny, you make awesome
drawings, and, well, you're a really nice guy." I thanked him because it made me feel good that a
student feels that way. I continued to ask him about what makes his work so enjoyable. He gets
to work with his friends and shows them what he is working on while working and getting
positive feedback from them. While he is friends with everyone in his class, he is incredibly
close to the other two students at his table. He knows that they will always speak the truth about
his artwork. Christopher also enjoys the anticipation of the art process, working out to see what
the final piece would look like.
The tinfoil mask project is one of Christopher's favorites, that, and a line project we
worked on last year. He enjoyed the tactile sensation of drawing on tinfoil with sharpies and then
shaping the foil on the white face molds we used. He enjoyed the process of folding the tinfoil
backward and inside the mask, a task that can be quite frustrating for even the most eventempered student. Once again, his friends played a large part in how much he enjoyed working
on the mask, "I got to have fun with my friends, get to see how they did, got to see how I did it,
and it was just really fun."
I asked him, “how do you know you did a good job on your art?"
"I know I did a good job on my artwork because I trusted myself that I did a good job,
and even if I didn't, I still put the effort in, and I tried my best. So, it was fun," he responded.
Christopher is a very self-aware student. He appears confident in his work because he seems to
put his best effort into any project he works on. Because of that effort, he is aware of whether he

192

did well or not. When asked about his happiness level and how he knows he is happy,
Christopher had some difficulty explaining. "I know I'm happy because it's hard to say, but I
know I'm happy because it's part of how I get the grade back and also I know I'm happy when I
got to have fun with my friends and enjoy, too, making." He feels happy in art class and usually
reflects on that at the end of the day, "I feel this way because I go home that day and I'm, I feel
like, 'Man, that was a fun day in art class. It felt good to get that out of the way and have that fun
time with my friends.'” He does not feel this way all of the time. He told me about times when he
felt he did not do well on his art and therefore did not feel happy. I asked if there was anything
that I do that makes him feel better or worse about it. “You always make it better,” he says,”
cause, like I said earlier, you’re funny and nice, and you’re a very great art teacher.”
I mentioned before about Christopher being self-aware. He is aware that even if he did
not put in his best effort, he could count on support from others, his parents, for instance. If he
did not do good, he could look at it from his parents’ perspective where they think he did do
good and, of course, the positive feedback he receives from friends. He knows when he does
good work, and he knows when his work is not as good, but he is always aware of his effort level
and the support he can get from others.
On this issue of having a choice, Christopher believes that sometimes he has a choice,
and sometimes he does not. I can appreciate his stance here. Sometimes, when I have specific
parameters for students to follow when working, for instance, the landscape project had to be
painted. There are other times when the project parameters are looser, and students can work
freely, making their art unique. When pressed, Christopher recalled a line project called the crazy
quilt. For this project, students had to fold a 12x18 white paper to have eight equal boxes.
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Students had to create a unique line design that connected somehow with every other box in each
box.
The parameters were to use at least one type of every line I taught about: horizontal,
vertical, diagonal, curved, wavy, zig-zag, and broken. Christopher was very excited when he
recounted this project: “What happened is, especially on my first, um, part of the eight portions
of it, there was, it was split into eight boxes and, um, it was the first one where I made, it was
almost like a diamond for some reason. It had all the special lines and, um, every time I showed
it to someone, they were like, ‘Wow, that’s awesome Christopher.’” He continued, “And, just my
final project, actually, I got to make wavy lines, the straight lines, the horizontal lines, the
vertical lines. All the zig-zag lines, the broken-up lines. When I got to do all those lines, it made
it super fun cause I got to do all of them on that one sheet of paper.” I could tell how proud he
was of that project. If I had told him specifically what he had to place in each box, then he might
not have enjoyed it as much as he did. “And, then, sometimes you just let us do it how we get to
do it. Like those crazy quilts. Like I said earlier. We got to do it any way we want. It just had to
be with those lines,” he concluded.
He seemed to feel that even when he does not do such an excellent job on his art, he
sometimes wants an opportunity to try it again to do better. He seems interested in improving his
craft. He can always get feedback from myself, his friends, and his parents. We talked at length
about how he enjoys art because he gets to hang out with his friends. About trust, Christopher
feels very strongly that he trusts his friends, classmates, and me. No one will ever lie to him
about his work, and he can always count on at least one person to tell him that he is doing an
“awesome” job. This far into the interview, I could tell that Christopher is a highly motivated
student. He does feel like I give him a sense of autonomy in how he does his work. He is highly
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competent and feels like he is competent in his work. Finally, he does feel a sense of relatedness
in art class with his friends and me, his teacher. Everyone is always honest with him and tells
him the truth.
When we sit down again for the second round of interviews, Christopher is more at ease
than he was the first time. Now he is a seasoned professional. I ask him, “on a scale from one to
ten, with one being I’m not ready at all, and ten meaning I’m ready to do it right now, how ready
are you to jump into a new art project?” Without hesitation, Christopher responds with a ten. He
is ready because he finished with his last project, and he feels good about it. “I feel like I could
jump into the next one, and I can do good again,” he says confidently. “No matter what it will be,
it will be fun to do with my friends and you, and it will be awesome.”
We spoke next about motivation, how it is the drive for us to do things, such as an artist
will work harder because he is motivated to get better at his craft. Christopher is motivated in art.
He says that he is excited and happy and can do anything. Feeling this way, he continued to get
his good, no cross that, awesome painting. He is a very resilient student. When he encounters an
obstacle, his first thought is how he can get past it, “so I can keep going,” he says. “I can get past
it by keep working on it until I’m done and have my final, final artwork done.” To get past
obstacles, Christopher relies on help from others. When he feels like he did poor artwork, he can
show it to his friends, and they will tell him that he is doing a good job and keeping it up. “You
can do this,” he says they say.
Thomas, a pseudonym, is a nine-year-old boy in the fifth grade who is speech impaired,
though he has improved in speech therapy where he can move to consult. Thomas came to my
school when he was in the second grade, and while our relationship has been at times rocky, he is
a good student who tries hard to put his best effort into his work. We sit down at the same
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faraway table in the Media Center after my interview with Christopher. The air outside is still
chilly, accompanied by a crisp breeze. I feel energized to continue.
Beginning the same way as before, I ask Thomas about his enjoyment and interest in art
class. “I love it, and I’ll get comfortable there,” he says matter of fact. Like Christopher, Thomas
enjoys drawing; it helps him be calm. He continues, “because, um, when sometimes I get mad, I
draw and it, and I get very good, and I practice a lot, and it just helps me a lot.” I never saw
Thomas get upset, as he claims in art class before. However, I recognize that the art making
process is a healthy output for getting relaxed.
He loved the mask project. That is the first one that came to mind when I asked him
about what he found most interesting about his work. “It was very fun,” he says. I asked what
made it satisfying and exciting for him. For Thomas, the mask project is something he looked
forward to for several years, so finally, working on it was very satisfying. He looks forward to
taking it home, cutting the eyes out, and wearing it. He also said the tinfoil is fun to play with. I
ask him how he knows he did an excellent job on his art, and he tells me, like Christopher, he
will ask his friends their opinion. If their opinion is positive, then he is satisfied.
When asked about specific projects that he enjoys most, he stated anything with painting
and clay. When he does not complete an art project, it stresses him out, but once he begins a new
one and starts drawing, he relaxes again. He knows he is happy with his work because he tries
his best, and people like his final work. “Because art, I been doing art for five years and it’s my
number one most favorite thing, and when I go to art class, it just helps me,” he says. When
speaking with Thomas, and to some extent, with Christopher, I saw relaxation emerge as a
popular theme. Like Christopher, Thomas is close with and values the opinions of his parents.
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When he is unsure of the artistic path, he will show his artwork to his mom and dad for their
opinion.
“Do you do better when you get praise from other people,” I asked?
“I do,” he responds, “and it just makes me feel happy, so then I just draw something
cool.” Thomas acknowledged when he did not do so well on an art project. “When I didn’t try
my best to complete an artwork, it was third grade. I wanted to play on the iPad when we got
done, so I rushed, and it looked bad. And I still think of it, and it just, I just keep thinking I could
do better. And now I try my best, even though it’s not a race.”
When asked about whether he feels he has a choice in how he gets to work in art class, he
responded with “Sometimes yes, and sometimes no.” He said that sometimes he struggles with it.
I should have pressed him further to find out what he meant, but I continued with the next
question.
I asked him to recall what he found most enjoyable in art class, and he recalled a clay
project. “I want to do the clay project again because it was so fun, and we got our hands dirty,
and it was just the best year,” he says. Getting his hands dirty and working with the tinfoil for the
masks informs me that Thomas enjoys tactile art projects. When asking about my role in making
art enjoyable, Thomas added, “you make my art class enjoyable because you do what I wanted to
do, and you always help me out and showed me, and it just keeps me going and working.”
Thomas is a highly motivated student who works hard to get better. He will keep working
when he reaches an obstacle in his path. He relies on his classmates' help and advice, though he
does not always trust what they have to say. “Sometimes I do, and sometimes I don’t because
sometimes they say it’s cool and it looks good, but when they’re around their friends, it, they say
that it looks kinda bad.” Thomas sits at a table with Christopher and another student. They are a
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tight-knit group. I do not think he has any problems with trust at his table. Sometimes what his
classmates say bothers him, but he mostly ignores them and keeps working, very academically
resilient. The important thing is that he trusts his friends, and he trusts me, his teacher.
Sitting down with Thomas a second time at the same faraway table, we both let out a sigh
of relaxation. Thomas enjoys spending some time away from his classroom, and I enjoy the time
given to me to conduct my interviews. “On a scale of one to ten,” I ask him, “how ready are you
to jump into another artwork?” He is ready and always will be ready is his response. He is ready
because he will always try his best. He had difficulty answering directly about motivation when I
asked him. I think the term seemed still too abstract for him even though I explained it. Still, he
said that being in art class makes him happy and comfortable. When asked about reaching
obstacles, Thomas did not hesitate in answering, “I want to bounce back and just retry again. I
either get a new paper or I just restart, or I ask to get an eraser.”
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APPENDIX B: STUDENT ARTWORK
Located here are the drawings that Christopher and Thomas submitted as part of the ABR
portion of the study. As described in Chapter Four, both student participants chose to draw
thumbnail sketches with text describing the action.

Figure 1A. Artwork sample from Christopher
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Figure 1B. Artwork sample 01 from Thomas
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Figure 1C. Artwork sample 02 from Thomas
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Figure 1D. Artwork sample 03 from Thomas
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Figure 1E. Artwork sample 04 from Thomas
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APPENDIX C: VISUAL PORTRAITS

Figure 2A. Christopher
204

Figure 2B. Thomas
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APPENDIX D: COPYRIGHT PERMISSION

Permission to use Figure 1 on page 27
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